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Abstract 
School career development practitioners facilitate the career development learning of 
young people in schools through activities such as career assessment, career counselling, 
career education, and workplace preparation. Provision of school career development 
services requires highly specialised as well as broad-based knowledge and skills to 
support students to manage their lives, learning, and work. To date there is no requirement 
in Australia or New Zealand for training or qualifications explicitly in career development to 
enter employment in the field. Consequently, although career development practitioners in 
schools engage in support and guidance of young people for careers that typically involve 
training and qualifications, some school career development positions are filled by 
individuals without training or qualifications specific to the field.  
A shared understanding of specialised career development knowledge exists across 
country contexts. Some countries have introduced professional regulation of their career 
development industry through professional standards. Australia’s career industry has a 
national peak body, the Career Industry Council of Australia (CICA), which introduced and 
oversees the professional standards. New Zealand does not have an equivalent 
professional body. Unlike established professions such as teaching and psychology, the 
career industry remains largely unregulated in most countries. In established professions 
there are clearly defined entry pathways that assist individuals to construct their 
professional identity, whereas the entry pathway is less defined for career development 
practitioners and constructing a professional identity may be more challenging. 
Greater understanding is needed about the influence of professional standards on the 
professional identity of individual career development practitioners. To address this gap in 
knowledge, this research investigated school career development practitioners’ 
perspectives of professional standards and professional identity in two country contexts; 
Australia where professional standards were introduced in 2006, and New Zealand, which 
to date has no nationally agreed career development professional standards. Australia has 
greater professional regulation of the career development industry through the Career 
Industry Council of Australia and its professional associations and professional standards 
compared to New Zealand. However, neither country has government policies that 
regulate the industry.  
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The aim of the present research was to investigate the similarities and differences 
between Australian and New Zealand school career development practitioners’ 
understanding of their professional identity. The research investigated the characteristics 
of the participants’ professional context in Australian and New Zealand schools, and the 
influence of professional standards on participants’ understanding of professional identity, 
professionalism, and professionalisation of career development.  
A qualitative research design was deemed most appropriate to achieve the aim of the 
research. Participants were twenty-one career development practitioners working in 
Australian and New Zealand schools, and included career development practitioners who 
were members of professional career development associations before 2006 when 
Professional Standards were introduced in Australia, and those who joined a professional 
career development association after 2006. Data were collected through semi-structured 
individual interviews in two phases. Phase One addressed the first of two supporting 
research questions and investigated the participants’ professional context, including 
aspects of their professional identity. Phase Two explored findings from Phase One in 
more depth and addressed the second supporting research question about participants’ 
understanding of professional standards, professional identity, professionalism, and 
professionalisation. The data were analysed using thematic networks analysis to identify 
and understand the themes revealed in the participants’ stories as school career 
development practitioners.  
The research provided valuable insights into the participants’ understanding of 
professional standards and professional identity construction in school contexts. 
Furthermore, Professional Standards influenced professional identity understanding and 
construction of a professional identity by the Australian school career development 
practitioners. Key factors were the requirement for career development qualifications to 
determine membership of professional member associations of the Career Industry 
Council of Australia, and alignment of professional development with the Professional 
Standards. The research suggested differences in Australian and New Zealand career 
development practitioners’ understanding of professional standards, professional identity, 
professionalism, and professionalisation were related to the presence or absence of 
professional standards and a national peak body. 
This research contributes to the career development field in theoretical knowledge, 
methodology, and practice and policy. The findings provide important information for 
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education authorities, policy makers, career development practitioners, and the career 
industry about the impact professional standards can have on the unregulated profession 
of career development. The findings similarly have the potential to contribute to policies 
and strategies that support understanding of professional identity by school career 
development practitioners.  
As an investigation across two country contexts, the comparison contributes to the 
theoretical and practice-based career development literature, which to date is scarce in 
research that explores the relationship between professional standards and professional 
identity, and about whether having professional standards makes a difference to how 
school career development practitioners view their professional identity. Limitations are 
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This chapter introduces this thesis on the perspectives of Australian and New 
Zealand career development practitioners on professional standards and professional 
identity. It provides an introduction to the context of career development in schools within a 
larger narrative of the professionalisation of career development. Following this, the 
chapter sections explicate my storied professional journey, position the research in relation 
to professional standards, and the professional identity of school career development 
practitioners. Finally, the rationale for the research is described, followed by the research 
aims and research questions, and an outline of the thesis. 
School career development practitioners support and guide young people to make 
career decisions and transitions through and from school. Career development 
practitioners require expertise in career theory, research, practice, and career contexts to 
help young people navigate complex factors such as economic, technological, and social 
changes that influence their education and career decisions (Bandelli, 2017; O’Higgins, 
2017; van der Westhuizen & Pacheco, 2016). Such decisions include multiple options and 
limited ways to navigate them, which results in many young people experiencing stress 
and disengaging from the career process (The Careers and Enterprise Company, 2016).  
Career development practitioner is an umbrella term increasingly used to describe a 
“direct service provider” (Canadian Council for Career Development, 2012, p. 2) in the 
career development field. Career development practitioners are professionals who assist 
individuals to “manage career development as a process of managing life, learning, and 
work over the lifespan” (The Ministerial Council for Education, Early Childhood 
Development and Youth Affairs [MCEECDYA], 2010, p. 14). In Australia and New 
Zealand, the contexts of the present research, the term career development is used 
synonymously with the terms career advice and career guidance to describe the field and 
its practices, which include provision of career development services for young people in 
schools. However, the terminology for career development globally is inconsistent. In 
Europe, the United Kingdom (UK), and Ireland, careers guidance is widely used, and in 
Canada and the United States (US) the term commonly used is career development 
(McMahon, 2004). Common use terms for professionals providing career services in 
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schools across Australia include career counsellor, career advisor, guidance officer, 
guidance counsellor, school counsellor, career teacher, and career practitioner (CICA, 
2017). Australian school career development practitioners may also be known as careers 
advisers (Department of Education and Training, 2014). In New Zealand career/s adviser 
and career/s advisor are terms used synonymously to describe school career practitioners 
(Furbish, 2012; Vaughan & Gardiner, 2007). In this thesis I use the term career 
development practitioner to describe professionals working in the field, consistent with 
agreed terminology articulated in the CICA Professional Standards (CICA, 2011).  
Career development services contribute to education, training, employment, and 
social inclusion public policy goals (Grubb, 2002; Hozjan, 2009; Kashefpakdel, Mann, & 
Schleicher, 2016; OECD, 2004a, 2014; Watts & Sultana, 2004). Schools are one of the 
main locations of career development services (Patton & McMahon, 2014). However, the 
career development field is still largely unregulated and therefore has not completed the 
transformative process of professionalisation to achieve the professional status of other 
well-recognised, established, governmentally regulated professions such as law, medicine, 
psychology, and teaching. An explanation may be that despite recognition from within the 
industry about the importance of higher education training for the competence of career 
practitioners (Network for Innovation in Career Guidance and Counselling in Europe 
[NICE], 2012), there is a lack of understanding by policy makers of the knowledge and 
skills required for professional practice in career development. The NICE work on a 
framework for setting up and developing degree programmes in career guidance and 
counselling in higher education institutions in Europe profiles the importance of academic 
training of career guidance and counselling professionals. Another explanation may be 
that the training, skills, and qualiﬁcations of practitioners are under-researched (McCarthy, 
2004). One consequence is that in schools, as elsewhere, many career development 
practitioners have not had appropriate professional training, which could prevent them 
from demonstrating the knowledge and skill base that underpins professional career 
development services. Without training and qualifications, constructing an identity as a 
career development practitioner may be more challenging than it is for professionals in 
more established professions. 
Identity construction, which reflects individuals’ self-awareness in shaping a sense 
of self (Wieland, 2010) is an ongoing process. An individual’s identification with a 
profession and construction of a professional identity are connected to a profession’s 
standards, which include ethical practice and requirements for education and training to 
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guide entry and practice. Gaining qualifications in a field is a typical expectation of 
professional standards, thereby enabling people to develop professional identity. A 
professional identity as a career development practitioner similarly relies on standards of 
professionalism for the individual and the profession. My own background as a career 
development practitioner illustrates the construction of professional identity in the career 
development field. To be transparent about who I am as the researcher and to reflect on 
possible implications of my position as the researcher in the present study, I include details 
of my own career story in the section following. 
My Career Story 
In the early 1990s I accepted a role as a career advisor in a New Zealand 
secondary school with over one thousand students. I combined career advice with 
curriculum subject teaching. The position description required me, as sole career advisor, 
to help students select school subjects and plan transitions through school and beyond, to 
facilitate work experience, and provide information about employment, further training, and 
qualifications. Although I had experience as a curriculum subject teacher, I lacked 
experience in career development, which posed challenges in meeting expectations of this 
new role, for example, to help students understand complex labour market trends. In 
addition, I was unfamiliar with what training would be required of career/s advisors, terms 
typically used in New Zealand schools to describe career development practitioners. 
On reflection, I constructed my teacher identity by integrating the elements of a 
relevant university degree, postgraduate study, continuing professional development and 
classroom practice. The nature of continuing professional development in the construction 
of my school career development practitioner identity was markedly different from the 
ongoing pedagogy-focussed professional development (PD) that had supported my 
construction of a professional teacher identity. I developed my career advisor role by 
regularly attending institutional and university information days, which typically included 
programme information and occasional workshops about the professional role. In addition, 
I participated in informal networks with colleagues, which provided a support system and 
opportunities to share information. Furthermore, I was constructing an identity as career 
advisor alongside curriculum subject teaching responsibilities. There were clear 
professional pathways in my teacher identity development, yet there was no equivalent 
professional pathway as a career advisor, and my career work was peripheral to the core 
curriculum.  
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I developed an increasing awareness of the limited understanding in schools about 
the skills and expertise required for the career development role. I observed others on a 
similar journey. In late 2002, I moved to a school offering a full-time position as Director of 
Career Services. This was a sole practitioner role in a school comprising Junior, Middle, 
and Senior Schools. The position description included detailed objectives and outcomes, 
and the following responsibilities: provision of career education, individualised support for 
future planning, liaison with other student services, liaison with outside agencies, 
monitoring graduate achievement, and maintenance of a career information centre and 
career resources. The role initially focussed on the Senior School students and I later 
negotiated with the Middle School Principal to include career development programmes in 
Middle School health and wellbeing subjects, to be delivered by teachers of those 
subjects. I had limited interaction in the Junior School. Two of the multifaceted 
expectations of the role were that all students would have ready access to the Director of 
Career Services, and that all students in Year 12 would receive an individual future 
directions interview and a follow-up interview in their final year of school, Year 13. Notably, 
school management expected that such interviews would be negotiated outside of 
curriculum subject class times, reinforcing the peripheral nature of the role. Later, to 
enhance my professional career practice, I enrolled in a postgraduate career development 
qualification when it became available in New Zealand. 
Upon completing my Master of Career Development in 2009, I became interested in 
the Professional Standards for Australian Career Development Practitioners (Career 
Industry Council of Australia [CICA], 2011), and decided to undertake further research in 
the field. I thought the competencies described in the Professional Standards could 
address gaps in understanding by employing authorities and individuals about the skills, 
knowledge, and experience required for the school career development role in New 
Zealand. I had longstanding experience and familiarity with the school context, and the 
level of skills and knowledge required for competency as a classroom curriculum subject 
teacher seemed comparable with the levels required for competency as a school career 
development practitioner. However, employment conditions were not comparable. In 
addition, I perceived some activities in school career development practice demanded 
higher-level skills and knowledge, such as the specialised competencies required for 
career counselling. 
Through my collegial networks I was aware of New Zealand school career advisors 
experiencing significant changes to employment conditions. The impact of the global 
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recession led to tightening of school career department budgets, which stopped growth in 
career advisor staffing, yet schools were experiencing growth in student numbers. 
Increasingly, retiring career advisors were not replaced. Career-specific qualifications were 
by then available. My career advisor colleagues and I were concerned about a 
longstanding issue when leadership changed in schools and role restructures resulted, 
that career development services would be provided by people who lacked relevant 
qualifications, training, or support from career development specialists. A possible reason 
for the lack of recognition of the specialised nature of school career development practice 
may be that after initial training and certification, teachers may be required to broaden the 
scope of their teaching (e.g., teach subjects for which they are not trained, including career 
education) without further training. Therefore, limited understanding of career education 
may have resulted in trivialising career development as a subset of teaching that requires 
no further specialised professional preparation. 
The combination of my personal experience and increased understanding of 
differences in perceptions of career development in the school context, particularly in 
comparison to the teaching profession that I knew so well, made investigating the 
generalisability of my experience from a researcher’s perspective compelling. Teachers 
construct a professional identity through core activity in a supported role, which is not only 
overt in school systems through core curricula but involves nationally (governmentally) 
regulated entry to the teaching profession. In stark contrast, career development 
responsibilities are peripheral and devolved across teaching and welfare staff, do not 
require any pre-requisite training, and entry to the role is not regulated. These 
circumstances make it more challenging to construct a professional identity. My entry to 
the teaching profession and progressive development of a professional identity as a 
teacher were supported by a strong sense of belonging to a recognised occupational 
group with a formalised structure and clear pathways. Entry to the career development role 
was marked by ad hoc arrangements that provided no sense of belonging, structure, or 
pathways. The contrast motivated me to engage in this research about professional 
standards and professional identity understanding within the context of school career 
development.  
Reflecting on my own professional identity prompted me to consider the need to 
“identify and interrogate” (Finlay & Gough, 2003, p. 1) my personal and professional 
practices and their impact on the different stages of the research. Reflexive questions I 
considered as the study progressed (following Etherington, 2004) included how my 
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personal history led to my interest in the topic, what my presuppositions were about 
knowledge in the career development field, my position in relation to this knowledge, and 
the personal, cultural and social influences on my positioning in relation to the topic. In 
addition, such considerations of professional reflexivity regularly framed discussions with 
my supervisors as the research progressed. 
Scope of the Research 
The sections following provide justification for the research from theoretical, policy, 
and practice perspectives. This investigation of professional identity understanding by 
school career development practitioners is positioned in the context of education, 
specifically in schools. However, the research also considers wider, system level issues of 
career development practitioners as members of a profession, the regulatory systems and 
procedures that underpin it, and how the profession and the members within it construct a 
professional identity. The next section considers the relevance for professions of 
professional standards and regulation.  
Professional Standards and Regulation 
A key difference between career development and other professions is evident in 
regulatory systems and procedures, such as professional standards and 
national/governmental regulation. Professional standards are fundamental in establishing 
a professional identity for an occupational group (Furbish, 2011). Professional standards 
thus underpin the process of professionalisation for the career development profession. 
Professional standards include identifying practices and qualifications of professionals, 
promoting accountability in service delivery, and guiding practitioners to determine PD 
needs (Arthur, 2008; McMahon, 2004).  
Career development as a field has a relatively long history, a depth of well-
established practices, and an extensive theory base. Characteristics of the field include 
ethical guidelines and value systems as foundations for professional practice, and 
knowledge and skills based on a body of expert knowledge (CICA, 2011). However, while 
apparently similar to a profession, career development has progressed differently. Other 
recognised and well-regarded professions such as law, medicine, psychology, and 
teaching are nationally regulated and entry is guided by qualifications specified by 
government policies. For example, in teaching and medicine, regulatory bodies oversee 
registration and standards. In teaching, the Australian Institute for Teaching and School 
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Leadership (AITSL) is funded by Government and provides national leadership and 
oversees standards for the State and Territory teaching authorities (AITSL, 2011). State 
bodies such as the Victorian Institute for Teachers regulate the professional standards for 
teachers. In New Zealand, the Education Council, an independent statutory body funded 
by teachers’ fees, is the professional organisation with oversight of standards for teachers 
(Education Council New Zealand, 2017). The health professions in Australia have the 
Australian Health Practitioner Regulation Agency (AHPRA, 2015) a national agency 
funded by fees from health practitioners, which supports the boards responsible for 
regulating health professions. Including the Medical Council (Medical Council of New 
Zealand, n.d.) there are 16 regulatory bodies in New Zealand that operate under the 
Health Practitioners Competence Assurance Act 2003 (Ministry of Health, n.d.). In sum, 
comprehensive systems and structures guide entry and monitor practice in established 
professions, yet career development in Australia and New Zealand lacks equivalent 
regulatory oversight. 
Internationally, South Africa has recently recognised career development as a 
profession and adopted national policies that provide guidelines through a framework of 
required minimum competencies for individual career development practitioners 
(Department of Higher Education and Training, 2016). In the Canadian province of 
Quebec, provincial government policies regulate career development, including the level of 
qualification required to enter the profession (Canadian Counselling and Psychotherapy 
Association, 2013). However, career development regulation in most contexts occurs from 
within the profession through overarching professional bodies, rather than by 
governmental regulation. Different configurations of professional regulation exist across 
country contexts. Australia has professional regulation from within the profession through 
the Career Industry Council of Australia Professional Standards for Australian Career 
Development Practitioners (CICA, 2011) to guide the profession generally, including 
career development practitioners in schools.  
The formation of the Career Industry Council and introduction of the CICA 
Professional Standards in Australia were world-leading in the career development field 
(McIlveen & Alchin, 2017) and exemplified a successful collaboration between government 
and a profession. The Australian Professional Standards were developed by career 
development practitioners and stakeholders as systems and procedures critical to the 
promotion of a career development culture in Australia CICA, (2011). Minimum 
qualifications specified in the Professional Standards determine membership levels of 
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professional career development associations in Australia. Postgraduate qualifications in 
career development are the minimum level required for professional career development 
practitioners in Australia.  
Professional status reflects the professional standing of an occupational group and 
ascribes professional recognition to the field (Siegrist, 2015). Governmental regulation is a 
typical structural characteristic in recognised professions. Although the establishment in 
1997 of the professional Career Practitioners Association of New Zealand (now Career 
Development Association of New Zealand [CDANZ]), and availability of specialised tertiary 
qualifications were “milestones” (Furbish, 2002, p. 13) for establishing a professional 
identity for career development practitioners in New Zealand, nationally New Zealand’s 
career development industry has limited professional and no governmental regulation. 
Professional regulation is limited to the membership criteria set by CDANZ of a minimum 
sub-degree certificate career development qualification. The majority of career 
development practitioners who work in schools belong to the Careers and Transition 
Education Association (CATE). Similar to CDANZ, CATE has a code of ethics and 
provides PD to upskill its members but does not have qualification requirements for levels 
of membership, an atypical situation for most large professional career development 
associations in countries such as Australia, Canada, UK, and US. 
Lack of governmental regulation for career development compromises external 
recognition of the professional status of the profession and the members, as evidenced by 
the potential for people to enter employment in school career development roles without 
prior completion of relevant qualifications or training (CICA, 2017; Furbish & Reid, 2013). 
The next section identifies the impact of a lack of governmental regulation on career 
development in schools and provides background to the school contexts in the Australian 
State of Victoria and in New Zealand, the contexts of the present research. 
Career Development in the School Context  
Lack of regulation of the career development field impacts on career development in 
schools and employment conditions for school career development practitioners, 
specifically contributing to marginalisation of school career development services.  
Marginalisation of school career development services. Career education and 
guidance should be key components of career development services in schools (Furbish & 
Reid, 2013; Patton & McMahon, 2014). However, career education is not integrated in 
national curricula in the Australian or New Zealand contexts of the present research and 
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was described in the 2014 OECD report on vocational education and training as “often a 
weak by-product of school general counselling” (p. 112). Although schools in Australia and 
New Zealand are bound by the professional standards for teaching, Australian school 
employing authorities are not bound by the CICA Professional Standards. Schools in both 
countries have autonomy in recruitment and appointment of career development 
practitioners.  
As reflected in my story, entry to school career development roles in Australia and 
New Zealand is possible without prior knowledge of career development practice or formal 
career-related qualifications (Schloss, 2011; Vaughan & O’Neil, 2010). Thus, employment 
conditions for school career development practitioners differ from the nationally regulated 
conditions for employment of teachers, and for other professions such as law, medicine, 
and psychology. Exceptions include cases in which individual schools’ employing 
authorities determine career development role specifications to include relevant training 
(Irving, 2011a). In Queensland, Australia, the code of ethics for guidance counsellors who 
provide career guidance in secondary schools stipulates that practice is underpinned by a 
sound knowledge of career development theory, and they are expected to have both a 
teaching qualification and post-graduate qualifications in guidance and counselling 
(Queensland Guidance Counselling Association, n.d.). In New Zealand, a career-specific 
postgraduate qualification pathway was available from 1996 until 2016 when it was 
discontinued. Such a decline in available qualifications for the field is significant in New 
Zealand’s relatively small, unregulated profession, where opportunities for professional 
learning through university-level qualifications are already limited.  
Two levels of government impact on policy in the school sector in Australia through 
the Federal Parliament and the State Parliaments (McIlveen & Alchin, 2017). Australia’s 
Federal structure has a Commonwealth government, and six States and two Territories, 
each with their own government. The Australian Government Department of Education 
and Training (Department of Education and Training, n.d.) has responsibility for all national 
education policies and programmes from early childhood to higher education, including 
those relevant to school career development services. Each Australian State implements 
education through their own education departments. 
Although the Australian Curriculum specifies learning areas that may indirectly 
address career development learning, there is no national career development curriculum 
per se, and schools may implement their own career education programmes (McIlveen & 
Alchin, 2017). A National Career Development Strategy was introduced in Australia in the 
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mid 2000s (Atelier Learning Solutions, 2012) based on the Canadian model for a national 
framework for career development (Baudouin et al., 2007). Widespread use of frameworks 
such as these is not yet evident in policy in Australia, diminishing the potential for such 
initiatives to add value to career services, including in schools (McIlveen & Alchin, 2017; 
Patton & McMahon, 2014). However, in 2016, in a move welcomed by the Career Industry 
Council of Australia (CICA, 2016), the Australian Government committed to a National 
Career Education Strategy (Australian Government, 2016) to support students’ beyond-
school preparation. Initial discussions with stakeholders from education, industry, career, 
and parents sectors about the importance of career education have subsequently taken 
place in the form of a National Career Education Roundtable (Australian Government, 
2016), although details of the strategy are yet to be made public. 
Configuration of career development programmes and services in schools in 
Australia is determined by individual schools under the auspices of education departments 
in each State, and private and Catholic schools are also under the authority of relevant 
Education Ministers. In the State of Victoria, which is the Australian focus in the present 
research, the Victoria State Government implemented the Careers Development and 
Youth Transition policy for schools (Victoria State Government, n.d.) that required career 
development programmes and services to be provided for young people, aligned with the 
Victorian Careers Curriculum Framework (Victorian Curriculum & Assessment Authority, 
n.d.) and in 2017 with the Australian Curriculum (Australian Curriculum, Assessment and 
Reporting Authority [ACARA], n.d.) which is being nationally implemented.  
Victoria was chosen as the Australian context of the present research because one 
member association of CICA in Victoria has a focus on school career development similar 
to the association to which the majority of New Zealand school career development 
practitioners belong. Similar to New Zealand, yet unique in the Australian context, Victoria 
has the previously mentioned policy requirement for schools to provide career 
development programmes and services. In addition, the majority of school career 
development practitioners in Victoria have a teaching background, and configuration of 
school career development roles is relatively similar to New Zealand. 
New Zealand has one central government and the Ministry of Education (Ministry of 
Education, n.d.) is responsible for enacting education policy. However, since the 
introduction of self-managing schools in 1988, school management and administration 
decision making were devolved to locally elected Principals and Boards of Trustees. 
Similar to Australia, there is no national career development curriculum although national 
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administrative guidelines (NAGs) require schools to provide “appropriate” (Ministry of 
Education, 2017, “National Administration Guideline 1,” para. 2) career development for all 
students in years 7 and above. Furthermore, such statements relating to career 
development in the National Administrative Guidelines are set out as desirable rather than 
mandated. Thus, there is no specific regulation of school career development or 
overarching national approaches to guide decisions by school leaders or school career 
development practitioners about the configuration of career development programmes and 
services (Irving, 2011a; Openshaw, 2014). Self-managing schools in New Zealand are 
expected to offer whole of school career development programmes to complement small 
group and one to one career interventions typically provided by career advisors (ERO, 
2015). However, career advisors in New Zealand schools are constructing their role and 
programmes without agreed systems and procedures to guide their practice, resulting 
paradoxically in opportunities for flexible, localised, targeted approaches and programmes, 
yet potentially disparate services that are not uniformly delivered by individuals with 
relevant career development qualifications and training. 
Recent New Zealand initiatives to support career development outcomes for young 
people include Vocational Pathways (Ministry of Education (n.d.) and Career Development 
Benchmarks (Careers New Zealand, 2016). Vocational Pathways were introduced in 2013 
to link student strengths, interests, and achievements to work options within six broad 
industry sectors: Primary Industries, Services Industries, Social and Community Services, 
Manufacturing and Technology, Construction and Infrastructure, and Creative Industries. 
Completing assessments within specific subjects leads to Vocational Pathways Awards, 
which align with the National Certificate of Educational Achievement (New Zealand 
Qualifications Authority (n.d.). A set of benchmarks for career advisors was introduced in 
2011 and revised in 2016 as an optional resource designed for self-governing and self-
managing New Zealand schools to review their career development programmes and 
services (Careers New Zealand, 2016). The absence of governmental regulation for career 
development and use of initiatives that are “non-binding” (Furbish, 2012, p. 21), such as 
Career Development Benchmarks and Vocational Pathways in New Zealand schools, 
reflects a context in which career development, despite national administration guidelines, 
appears to be an optional activity or service. 
Despite the range of initiatives introduced by governments in Australia and New 
Zealand to support school career development services, school career development 
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services continue to be separated from core curricula and marginalised. The next section 
provides background to professional identity in relation to individuals and a profession. 
Professional Identity for Individuals and the Profession  
Compared with regulated professions, an unregulated environment limits the ability 
of individuals and the career development field to construct a distinct professional identity. 
A distinctive feature of professional identity for a profession relates to specialised, higher-
level qualifications for entry to the profession (Gorman & Sandefur, 2011). Research-
based and theoretical knowledge is integral to the knowledge base of professions (Havnes 
& Smeby, 2014). However, neither Australia nor New Zealand has a statutory requirement 
for career development practitioners to have qualifications specific to career development 
to obtain employment in the field, despite qualifications and training opportunities being 
available in both countries.  
Constructing an individual professional identity is a process involving the self, which 
is conceptualised as the supporting structure for self-understanding (Tønnesvang, 2012). 
Undertaking a qualification prior to beginning work in a field helps individuals to construct a 
professional identity through the theoretical knowledge and practical skills they gain. 
Notably, in the field of career development, Neary (2014b) found engagement with 
postgraduate career qualifications was a valued aspect of practitioners’ professional 
identity construction. Constructing a professional identity for school career development 
practitioners is compounded by the fact that they are working in a field unregulated by 
government, and traditionally career development occupies a peripheral place in schools 
(Patton & McMahon, 2014). 
 In Australia and New Zealand, reflecting my own experience, the professional 
identity of school teachers is likely to have formed through completion of a relevant tertiary 
degree, postgraduate study, and continuing professional learning, yet the same conditions 
do not routinely apply for school career development practitioners. Career development 
practitioners with a teaching background often have the added dimension of classroom 
practice which is likely to involve a core curriculum subject, yet their career development 
work does not have a mainstream place in the curriculum (Australian Curriculum, 
Assessment, & Reporting Authority, 2015; Education Review Office [ERO], 2012, 2015). 
Their professional practice is therefore conducted differently compared to their core 
curriculum subject teaching colleagues. The conditions for constructing a professional 
identity are also markedly different for curriculum subject teachers and school career 
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development practitioners. The sections following provide information on the research 
rationale, the aims of the research and the research questions, and a thesis outline.  
Research Rationale 
The difference in regulation between career development and professions such as 
teaching raises important questions for the career development profession, policy makers, 
and recipients of the career development services about how the professional expertise of 
school career development practitioners should be recognised. The open entry to school 
career development roles raises doubts about understanding by employing authorities and 
policy makers of the theoretical and practical expertise of the role, and the relative status 
of the role in the school context.  
School career development practitioners are constructing professional identities and 
roles in the absence of governmental regulation for the profession, and without 
professional standards in New Zealand. Greater understanding is needed of the 
relationship between professional standards, professional identity, and construction of 
professional identity, and about whether professional standards influence school career 
development practitioners’ perspectives about their professional identity. 
In this thesis, an investigation of differences between the two contexts of Australia 
and New Zealand is juxtaposed against of a lack of governmental regulation, which 
impacts on professionalisation of the career development profession. The present 
research investigates the influence of professional standards on professional identity 
understanding. The uniqueness of this research lies in its comparison between school 
career development practitioners’ perspectives about professional standards and 
professional identity in a country where Professional Standards have been implemented 
(Australia) and where they have not (New Zealand). 
Aim of the Research and the Research Questions 
The aim of the present research is to investigate the similarities and differences 
between school career development practitioners in Australia and New Zealand about their 
understanding of their professional identity. The overarching research question is: What 
are the perspectives of school career development practitioners in Australia and New 
Zealand about professional standards and professional identity? 
Two supporting questions address the overarching research question: 
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1. What are the characteristics of the professional context of school career 
development practitioners in Australia and New Zealand? 
2. How do Australian and New Zealand school career development practitioners 
understand the relationship between professional standards, professional 
identity, professionalism, and professionalisation?  
Thesis Outline 
The thesis comprises seven chapters. This first chapter provides a context for 
career development in schools, locates my position as the researcher in the investigation, 
and provides a rationale for the research. Chapter Two reviews literature on identity, 
professional identity, and career development. Chapter Three justifies the selected 
research paradigm and methodology, identifies the research instruments used, and 
describes the data analysis and the steps taken to ensure the trustworthiness of the 
research. Chapters Four and Five present the research findings. Chapter Six discusses 
the findings in relation to relevant literature and the two supporting questions outlined in 
Chapter One. Chapter Seven concludes the thesis, presents implications for career 
development theory, research, practice and policy, identifies limitations, and makes 
suggestions for future research. The next chapter reviews literature relevant to the 
research aims and questions. 
 
  




This chapter reviews relevant literature on identity, professions, and career 
development. The relationship between identity and professional identity is highlighted, 
and attention is drawn to professions and their establishment, including the career 
development profession. Consideration is given to aspects of education policy for career 
development in Australia and New Zealand, the contexts of the present research. The 
chapter is structured according to three overarching topics, beginning with a review of 
theories of identity, then the nature of professions, followed by career development, with a 
focus on the context of schools.
As a literature review prior to a larger research study, a structured approach was 
adopted. Structured literature reviews are suited to identifying gaps and providing a critical 
account of the relevant literature, and “justify the proposed plan of research” (Aveyard, 
2014, p. xv). The step-by-step structured approach is designed to produce “a 
comprehensive and informed” (Cronin, Ryan, & Coughlan, p. 43) review of the relevant 
literature. 
Following Kitely and Stogdon (2014) four iterative stages framed the literature 
review process. Consideration of the professional context of education in schools in 
Australia and New Zealand informed each stage. Because the selected research topic 
focussed on both professional standards and career development practitioner professional 
identity, the background of theoretical literature included both aspects to set the findings of 
the literature review in context (Aveyard, 2014). In addition, my background as a teacher 
and career development practitioner aided my selection of relevant policy documents and 
core text books related to career development and education.  
The first stage involved identifying key terms and synonyms related to the topic. Key 
terms and synonyms used in preliminary sourcing of the literature included: self and 
identity, professional identity, professional identity formation/construction, occupations and 
professions, professionalism, professionalisation, industry standards and professional 
standards, career development, career development practitioner, school career advisor, 
guidance teacher, teacher identity, and counsellor identity.  
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The second stage involved using the key terms to search resources, including a 
range of scholarly journals, search engines, and bibliographic databases such as EBSCO, 
JSTOR, ProQuest, PsycINFO, Scopus, and Web of Science to identify a broad range of 
potentially useful studies. In addition, searches included unpublished theses and studies, 
conference proceedings, and internet databases such as Google Scholar.  
The third stage involved making a preliminary evaluation of the usefulness of the 
material, skim reading, scanning reference lists, and filing selected material in Endnote 
(Endnote, 2017, version x8.2), the reference management software made available 
through The University of Queensland library. Decisions for inclusion and exclusion of 
literature were informed by closer reading to determine relevance, discussions with my 
supervisors about the selected material, and ultimately whether the information addressed 
the selected research topic.  
The fourth stage involved recording more detailed notes about the material in a hard 
copy journal and reviewing and revisiting the search process. Subsequently, organisation 
of the literature into three thematic categories related to the research topic (identity, 
professions, and career development) provided the structure to present the review. This 
chapter is structured accordingly, beginning with a review of theories of identity, followed 
by the nature of professions, and finally career development, with a focus on the context of 
schools. 
Identity 
The literature on identity is extensive, and differences in definitions are plentiful. For 
example, conceptualisations of identity include self-definition (Côté, 2006), self-
understanding within a social structure (Vohs & Baumeister, 2012), and combinations of 
characteristics and traits including identification and categorisation (Brubaker & Cooper, 
2000), and social relations, roles, and membership in social groups (Oyserman, Elmore, & 
Smith, 2014). People may represent themselves differently at different times in social 
settings, suggesting multiple identities (Brook, Garcia, & Fleming, 2008; Gee, 2000; Ryan 
& Deci, 2017) or a single, multifaceted construct with multiple components, views which 
Vignoles, Schwartz, and Luyckx (2011) suggest are definitionally different rather than 
substantively problematic. Irrespective of definitional differences, identity and self-
understanding manifest according to relationships with other people (Baumeister, 2011). A 
simple conceptualisation of identity is encompassed in people’s response to the question 
“Who are you?” (Vignoles et al., 2011, p. 2). 
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Multiple influences on identity are contextual, relational, and temporal. For example, 
identities are socially constructed through interactions between people, highlighting the 
influence of relationships and contexts (Akkerman & Meijer, 2010; Cohen-Scali, 2003; 
Hartung & Subich, 2011). One key relationship is the influence of self on identity. Self is 
the supporting structure for self-understanding (Tønnesvang, 2012), which in turn relies on 
a relationship between self and a separate other as “self-other” (Decety & Sommerville, 
2003, p. 527). A physical body distinguishes self from others (Baumeister, 2011) although 
self has different characteristics from the physical body (Mead, 1967). Furthermore, the 
self is connected to the physical body and to the sociocultural context, and from there the 
psychosocial self emerges through human relationships (Booth, 2007).  
The process of presenting self to others and classifying aspects of self within social 
relationships successively influences how others perceive identity (Owens, 2003). Life 
roles, such as within a work or family context are inherently contextual and relational 
(Peruniak, 2008). A sense of how self-identity is valued in alignment with life roles is 
highlighted in self-definitions such as self-concept, self-esteem, and self-worth, which 
convey nuanced characteristics of self (Leary & Tangney, 2014; Reid, Petocz, & Bennett, 
2016; Vondracek & Porfeli, 2011). Use of such terms highlights the reflexive thinking that 
is central to answering the identity question “Who am I?” (Vignoles et al., 2011, p. 2). 
Identities and self-esteem can be conceptualised as two major dimensions of self-concept. 
That is, identities are perceptions and beliefs about self, and self-esteem is an emotional 
response related to an individual’s concept of self (Gottfredson, 1985; Owens, 2003). 
Levels of self-esteem are an indication of self-worth associated with how individuals 
explore identity and how they value themselves in their socially constructed life roles 
(Soenens, Berzonsky, & Papini, 2016).  
Identity exploration within the context of social groups highlights relational needs 
and contextual influences on identity. In summarising the core construct of Adlerian 
psychology that social life is a necessity for individual human existence (Adler, 2013), 
Adams and Marshall (1996) highlight that a desire to feel unique and also to belong in a 
group are fundamental human relational needs. Identifying self with others to feel a sense 
of belonging occurs through experiences and behaviours in social identity groups and 
social settings (Halverson, 2008). Perceptions of acceptance within social groups influence 
a person’s emotional wellbeing, relational needs, and in turn the health of an identity 
(Harré, 2011). In addition, the cultural context of social groups influences identity through 
the sharing of information and systems such as organisational, political, religious, scientific 
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and economic systems (Baumeister, 2011). The sociocultural context as an influence on 
cultural self-identity is apparent in cross-cultural differences in individual self-
understanding, highlighted in complex social and cultural behaviours (Triandis,1989).  
Identity manifests in a person’s behaviours and activities in social roles, including in 
work roles. Temporal changes in social and cultural contexts influence identity (Stewart, 
Winter, D. Henderson-King, & Henderson-King, 2015). Social behaviours attract 
observation and feedback from others and in time, evaluations by others in a social setting 
influence individuals’ understanding of their identity (Harré, 2011). The motivation to adapt 
and make adjustments in identity may therefore be prompted by changes in social 
expectations and circumstances over a period of time (Burkitt, 2011; Erikson, 1968; G. 
Petriglieri & Petriglieri, 2010).  
The previous overview of identity highlights the multifaceted nature of identity and 
the related contextual, relational, and temporal influences. The question “Who am I?” is 
revealed as layered with complexity, and no single, definitive response has emerged in the 
literature. The present research considers the nature of the contexts in which participants 
operate and how social groups and social behaviours influence identity understanding. 
Reflexively posing the identity question may elicit understanding about how participants 
view themselves and others within their professional context. In addition, the question may 
prompt other self-reflections, for example, “How did I become who I am?” and “Who am I 
becoming?” Participants’ self-definitions have the potential to offer key insights to school 
career development practitioners’ understanding of their professional identity.  
The next section draws attention to identity construction as a process. The reviewed 
literature highlights the successive steps taken over time to construct and reconstruct 
identities.  
Identity Construction  
Identity construction is an ongoing process through which individuals craft a sense 
of self (Wieland, 2010) by clarifying and organising characteristics of the self (Levine, 
2003). There is agreement in definitions of identity construction (also referred to across 
multiple related literatures as formation and development) that social behaviours indicate 
that an identity has been constructed (e.g., Kroger & Marcia, 2011; Wieland, 2010).  
An integral aspect of identity construction is self-presentation, which shows how 
individuals craft and describe themselves to others (Vignoles et al., 2011) through actively 
participating in social contexts (Baumeister, 2011). Presenting particular impressions of 
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self to others develops and reinforces a sense of belonging to social groups (Dumont & 
Waldzus, 2014) and highlights attempts to shape audience impressions (Schlenker, 2012). 
For example, self-presentations may project a “public self” (Baumeister, 1982, p. 3) to 
please others as an audience, or construct “ideal selves” (Wieland, 2010, p. 511) to 
represent the person an individual would ideally like to be.  
Constructing a sense of self-identity is a continuing social process. A number of 
researchers have offered conceptual and theoretical accounts of identity construction (e.g., 
Bamberg, 2011; Berzonsky, 2011; Habermas & Bluck, 2000; Marcia, 1966; McAdams, 
2011) including identity status theory (Marcia, 1966), identity processing styles 
(Berzonsky, 1989), and narrative conceptualisations (McLean, Syed, Yoder, & Greenhoot, 
2016). Based on Erikson’s (1950) work on identity and psychosocial development, 
Marcia’s (1966) theory of identity achievement in late adolescence was one of the first to 
propose identity statuses to identify the degree to which an individual has explored and 
committed to an identity (Crocetti, Rubini, Luyckx, & Meeus, 2008). A key tenet of identity 
status theory is that exploration and commitment influence the status of identity 
construction (Porfeli, Lee, Vondracek, & Weigold, 2011). Exploration in Marcia’s identity 
status theory involves weighing up various identity alternatives before committing to a 
choice (McLean & Pasupathi, 2012). The first of four identity statuses Marcia described in 
the process of identity construction is achievement, involving both exploration and 
commitment. The second is moratorium, meaning exploration without commitment. The 
third, foreclosure, means commitment without exploration. The fourth status, diffusion, 
means neither exploration nor commitment (Laughland-Booÿ, Newcombe, & Krbiš, 2017). 
The four identity statuses highlight the active nature of the tasks of exploration and 
commitment in identity construction. A variation to Marcia’s theory that Meeus, Iedema, 
and Maassen (2002) propose is consideration of the extent of active engagement with 
identity commitments, such as reflection, research, and discussion with others. Both 
Marcia’s and Meeus et al.’s views of exploration and commitment support the concept of 
identity construction as an ongoing process. 
Extending Marcia’s identity status, Luyckx, Goossens, Soenens, and Beyers (2006) 
identified three forms of exploration (ruminative, in-breadth, and in-depth), and two 
conceptions of identity commitment (making, and identifying). Ruminative exploration is an 
uncertain, worried style of exploring identity. In-breadth exploration is consistent with 
Marcia’s description of exploration as considering different identity alternatives. In-depth 
exploration concerns the ongoing refinement of current identity commitments (Waterman, 
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2015). Commitment making is decision making about self-identity alternatives, and 
identification with commitment is the degree of identification with those choices (Luyckx et 
al., 2008). These extensions to Marcia’s identity status theory draw attention to the 
complex and multidimensional nature of identity exploration and commitment.  
Refinements over time in identity status theory highlight that changing and uncertain 
contexts may require adjustments in the ways individuals process information to construct 
identities. For example, after in-depth exploration of present commitments, individuals may 
further explore and revise their identity commitments in response to changes, and 
compare and reconsider self-identity decisions (Crocetti et al., 2008). More recently, 
inclusion of an identity status labelled “hiatus” (Laughland-Booÿ et al., 2017, p. 44) has 
been proposed to reflect postponement of identity exploration as a dimension of young 
people’s identity construction. After initially commencing the process of identity 
exploration, the young person may perceive their circumstances are not conducive to 
further exploration or commitment, so a decision is made to defer identity development 
until time and circumstances appear more opportune. In contexts of change and 
uncertainty, postponement may similarly reflect the situation of identity construction for 
some adults.  
Much of the research on identity status has focussed on identity construction of 
adolescents, reflecting a period of significant life change. However, change and 
uncertainty is not confined to adolescence. Rapid global economic and social change, 
including the influence of technology, and increasing uncertainty about work have had far-
reaching impacts on the social and cultural contexts of people’s traditional life paths past 
adolescence (Silva, 2012). In addition, research that indicates identity construction is not 
always resolved in adolescence (Kroger, 2007; Kroger, Martinussen, & Marcia, 2009) 
highlights the relevance of identity exploration and identity commitment for adult identity 
construction (Fadjukoff & Kroger, 2016). The process of identity construction and 
reconstruction through which people seek answers to questions about self and identity is 
therefore applicable to adolescents and adults alike (Waterman, 2015). 
Building on Marcia’s (1966) identity status theory, Berzonsky (1989) conceptualised 
three identity processing styles. Informational, normative, and diffuse-avoidant styles 
highlight levels of engagement with, or avoidance of tasks in constructing, maintaining, or 
revising identity (Berzonsky, 2011). Informational identity processing refers to an open, 
evaluative self-view and intentional approach to identity exploration and commitments. 
Normative style refers to adopting a collective sense of identity that fits with other people’s 
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views, which means identity commitments are formed without individual identity 
exploration (Bosch & Card, 2012). The diffuse-avoidant style shows an individual’s 
reluctance to face up to tasks related to identity construction (Berzonsky & Papini, 2014). 
A diffuse-avoidant style may over time negatively impact a person’s self-identity because 
circumstances rather than intentional identity exploration and commitment tend to 
determine the individual’s actions (Berzonsky, 1989). Furthermore, the different styles of 
processing self-relevant information highlight that individual identity construction is a 
complex social process (Milner & Ferrari, 2010).  
Identity construction through narratives as self-identity stories reveals the relational, 
contextual, and temporal dimensions of exploring and constructing self-narratives 
(McLean, Syed, Yoder, & Greenhoot, 2016). For example, narratives assist individuals to 
construct and reconstruct identities in social contexts, such as during role transitions in 
and from work settings (Cohen & Katz, 2016; Ibarra & Barbulescu, 2010). Storytelling 
about self-identity often occurs in conversation with others (McLean & Pasupathi, 2012) 
and implies the presence of an audience and managing their impressions (Waterman, 
2015). The telling and sharing of self-identity stories with others can thus be viewed as a 
relational endeavour experienced as lives unfold in social interactions (Habermas & Bluck, 
2000).  
Identity constructed and reconstructed over a lifetime links past and present and 
possible futures, highlighting the temporal dimension of narratives (McAdams, 2011). 
Narratives that focus on understanding how identity is conveyed through integrating 
recently experienced events with the present and the imminent future are described as 
small stories (McLean & Pasupathi, 2012). In contrast, big stories are those biographical 
approaches to understanding identity that explore the links between narrative and life from 
a longer, life time perspective. Both small and big stories highlight the influence of time on 
identity construction through narratives (Bamberg, 2006).  
In conclusion, different conceptualisations and theoretical accounts highlight the 
foundational role exploration plays in achieving identity self-understanding. In addition, the 
different accounts of the identity construction process share a focus on self. For example, 
narrative conceptualisations focus on exploring stories of the self, and identity status and 
identity processing styles focus on self-exploration activities and commitment to them. In 
the present research, analysis of themes in the self-identity stories of participants, and 
attention to levels of identity exploration and commitment may reveal the extent to which 
the participants self-identify with the profession of school career development practitioner. 
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The next section draws attention to the influence work has on identity and identity 
construction. The reviewed literature highlights the relationship between self-
understanding and work identities, including occupational, vocational, and professional 
activities. 
Work Identities  
Work identities are social identities, which emerge through interaction between 
individuals and work contexts (Billett, 2014; Porfeli & Lee, 2012). Central to work identities, 
self-understanding and identification with the work environment (Bothma, Lloyd, & 
Khapova, 2015) may include identifying with a company or organisation and the 
associated tasks required to perform a role (Brown, Kirpal, & Rauner, 2007). Contextual 
and temporal changes, such as those brought about by new technologies, increasing 
globalisation, and market competition (Smistrup, 2007) alter work identities through the 
interactions between individuals and their changing work contexts (Kirpal, 2004a).  
Furthermore, in later refinements of his life-span life-space work, Super (1980) articulated 
the multiple-role environments individuals navigate, and the complexity of career 
behaviour comprising “developmental tasks stimulated by contextual demands” (Herr, 
1997, p. 239). Work identities are therefore complex, developmental, and multidimensional 
(Ibarra, 2003). 
Work has an influence on individual identity and in a collective sense on individuals 
as members of social groups (Brown, Kirpal, & Rauner, 2007). Similar to individual 
identities, collective work identities develop through interactions related to similar types of 
work with other individuals, groups, or institutional bodies. Such work-related group 
integration, for example in the fields of teaching and school career development practice, 
is a means to highlight shared characteristics, or distinguish between group characteristics 
(Kirpal, 2004b). The construction of collective work-related social identities (Bothma et al., 
2015) highlights that social identification with a work role influences a sense of group 
belonging in the work context (Lloyd, Roodt, & Odendaal, 2011). 
Occupational, professional, and vocational identities represent three forms of work 
identities, each with distinct features, yet are often referred to synonymously (Skorikov & 
Vondracek, 1998). Distinctions between these three forms of work identities reflect 
different theoretical approaches and preferences for describing and measuring identity 
construction. As a core element of identity, occupational identity is associated with 
understanding work roles and determining choice of an occupation (Skorikov & Vondracek, 
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1998). An occupation relates to a field of work (Zytowski, 1986) and an occupational 
identity can be viewed as a work identity within a set of jobs characterised by “a high 
degree of similarity” (Pink & Bascand, 2009), such as an occupational identity as an 
agriculturalist in the field of agriculture, educator in the field of education, banker in 
financial services, or tourist operator in the field of tourism (Kirpal, 2004b).  
Vocation has traditionally been associated with a spiritual or religious calling (Duffy 
& Blustein, 2005) but has more recently been reconceptualised to reflect a sense of 
meaning and purpose in feeling drawn to a particular life role, which those with a sense of 
calling perceive originates from a source "external to the self” (Dik & Duffy, 2009, p. 428). 
Vocational behaviour encompasses how individuals respond and adapt in choosing 
positions which have personal meaning within an occupational field (Savickas, 2002; 
Tiedeman, 1961). Vocational identity is thus conceptualised in relation to career 
exploration and career-related commitment (Creed & Hennessy, 2016). As a construct, 
vocational identity evolved from the work of Holland, Gottfredson, and Power (1980). They 
examined the relationship between personality and vocational behaviour, which relates to 
clarifying career preferences (Savickas, 1985) and pursuing personal goals such as 
occupying work roles (Vondracek, Ford, & Porfeli, 2014). Constructing a vocational identity 
that has meaning and purpose means forming “a clear and stable picture of one's goals, 
interests, and talents” (Holland et al., 1980, p. 1191), highlighting the integral role of self-
understanding in the process of vocational identity construction. Research that identifies 
vocational identity as a better predictor of choice and satisfaction than Holland’s (1997) 
construct of congruence (person-environment fit) highlights the work on vocational identity 
as an important extension to the Holland model (Hirschi & Hermann, 2012; Skorikov & 
Vondracek, 2011). Moreover, vocational self-understanding may enable active 
involvement in workplace decisions that shape vocational identities in workplace settings 
(Brown, 2004). 
Occupational and vocational identities include and exclude people from social 
groups in workplace settings. A sense of belonging in a social group distinguishes 
members from other groups and excludes others as non-members through shared 
understanding of what constitutes group membership (Smistrup, 2007). Professional 
identities also share the characteristic of classifying an “ingroup and outgroup” (Turner, 
Brown, & Tajfel, 1979, p. 191). Professional identity is similarly conceptualised in terms of 
how people define themselves in professional roles according to attitudes, beliefs, 
experiences, and motivations (Schein, 1978). Because of its centrality to the present 
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research, professional identity will be discussed separately in more detail later in the 
chapter. 
In conclusion, the section on work identities has highlighted the complex and 
developmental nature of occupational and vocational identities and foreshadowed a review 
of the professional identity literature. Work identities share contextual, temporal, and 
relational characteristics, yet distinct features are discernible. Construction and 
reconstruction of multiple identities over time adds complexity to an individual’s self-
understanding of who they are, who they would like to become, and what is important to 
them in professional roles. The next section focusses on professions, and highlights 
through professional identity the connection between identity and professions.  
Professions 
Profession as a term identifies specific occupational groups that require specialised 
training, skills, and knowledge, such as the well-recognised examples of law and medicine 
(Beckett & Maynard, 2013). A profession’s qualification standards are typically associated 
with university degrees or additional requirements post-graduation (Calway & Murphy 
2011; Lester, 2009). Professions establish their social position and status by asserting 
claims of authority over other occupational groups to practice in specific fields of expertise 
(Abbott, 1988). A profession maintains social recognition through governmental and public 
support for the profession’s systems (Dingwall, 2008). Because professions as social 
forms share features with other occupations, and many occupations include 
specialisations and requirements for training and development (Evetts, 2014), the concept 
of profession as distinct from other occupations is contested (Evetts, 2013; Sciulli, 2010). 
However, researchers routinely distinguish professions such as law and medicine from 
other occupations, such as trades, which do not require the same high levels of education 
and training (e.g., Adams, 2010; Carr, 2014; Cribb & Gewirtz, 2015). Research on the 
history of legislation of occupational groups in Canada (Adams, 2010) showed that 
professions were distinguishable from other occupational groups by the advanced 
education and training requirements to enter practice, and by the authority and autonomy 
they had for professional self-regulation. The level of autonomy of professions (Leicht & 
Fennel, 2001) and the research-based and theoretical knowledge that is essential to the 
expert knowledge base of professions (Havnes & Smeby, 2014) can therefore be 
understood as features that distinguish professions from other occupations. 
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Professions typically share characteristics such as approaches to practice, value 
systems, and knowledge and skills based on a body of expert knowledge (Havnes & 
Smeby, 2014). A common theme in the research on professions is the need to define a 
profession’s ethical standards (Oliver & McGhee, 2005). Several authors have considered 
the components of professions and presented classifications according to shared 
characteristics. A study of selected New Zealand professional bodies’ codes of ethics and 
international literature in the fields of business and management (Barber, 1988), 
philosophy (Bayles, 1981), public administration (Pugh, 1989), and social science (Leicht 
& Fennell, 2001; Oliver & McGhee, 2005) highlight the multifaceted and complex nature of 
a profession. Six dimensions of professions are conceptualised in Table 2.1. 
The first of six dimensions of a profession, training and knowledge (see Table 2.1), 
draws attention to the foundations of a profession, conceptualised as the specialised 
knowledge and skills recognised in a disciplined group of individuals (Professions 
Australia, 2005). The extensive training required for competency in a profession is 
envisaged as intellectual rather than physical training (Bayles, 1981). Application by 
professionals of the expert knowledge of their profession enables the people they serve to 
deal with life’s uncertainties, such as educational, emotional, financial, legal, physical, 
religious, or other social needs (Evetts, 2014). The second dimension, ethical standards, 
highlights that codes of ethics typically govern the activities of professions, and relate to 
professional behaviour, professional values (Leicht & Fennell, 2001) and self-monitoring of 
ethical behaviours (Barber, 1988). Codes of ethics share features with codes of conduct 
and some integration may occur, such as the New Zealand Code of Professional 
Responsibility and Standards for the Teaching Profession (Education Council New 
Zealand, 2017). However, distinctions are made between codes of ethics as decision-
related, and codes of conduct as specifying actions (Snelling, 2016). The ethical decision-
making dimension of codes of ethics is considered a significant characteristic of 
professional identity (Oliver & McGhee, 2005; Rogers, 2010). The third dimension, service 
to society, suggests that the status of a profession is socially constructed through 
recognition and trust that the professional practices are useful and acceptable to society 
(Callahan, 2014). The fourth dimension, motivation, relates to the opportunities a 
profession provides for a sense of reward in the service of others (Barber, 1988; Leicht & 
Fennell, 2001). The fifth dimension, community, highlights the formal and informal systems 
through which a profession enables a sense of belonging with like-minded people, 
including through professional associations and informal networks (Leicht & Fennell, 2001; 
Pugh, 1989). The sixth dimension, autonomy, highlights professional self-regulation as 
  26 
characteristic of a profession, including the discretion for professionals to make 
professional judgements (Leicht & Fennell, 2001).  
Table 2.1. Selected Dimensions of a Profession 
Author/ 
Dimension 











to reach a 
certain level of 
competence 




Corpus of theory 
and knowledge 
Mastery of knowledge 








 Cast of mind 
(self-awareness) 












A well-developed code 
of ethics that guides 
professional behaviour 










Social ideals Tasks inherently 
valuable to society, 








 Practitioners motivated 
by service to the 








Practitioners enjoy a 
well-developed sense 
of community within 
the profession 




Practitioners exhibit a 
long-term commitment 
to the profession 
Autonomy    Performance of tasks 
characterised by high 
degree of autonomy 
Note: From “In Search of a Professional Identity: A Descriptive Study of New Zealand ‘Professional’ Bodies’ Codes of 
Ethics”, by G. Oliver, and P. McGhee, 2005. (http://aut.researchgateway.ac.nz/handle/10292/1135). Copyright 2015 by 
the authors. Adapted with permission. 
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The dimensions highlighted in Table 2.1 draw attention to the process of 
constructing a professional identity for a profession through standards characteristic of 
professional practice, which manifests through enactment of expert knowledge (Hooley, 
Johnson, & Neary, 2016). The application of knowledge and skills in a profession is 
influenced by social contexts, cultural differences, organisational management systems, 
and involvement of government. Therefore, although professions are centred in the social 
organisation of labour markets, they are subject to ongoing change (Freidson, 1984). For 
example, cultural expectations of social roles and social behaviours in Western and non-
Western countries influence practice and understanding of professions, invoking different 
meanings across time and cultural contexts (Markauskite & Goodyear, 2014). Changes 
over time impact the knowledge base that contributes to professional practice through a 
process of institutional and occupational “upgrading” (Sciulli, 2010, p. 750). New 
professions and specialisations within professions emerge from traditional ones in 
response to developments in knowledge, expertise, theoretical frameworks, and societal 
demands. For example, traditional professions with perceived status, such as medicine 
and law are now supplemented by new forms of related knowledge-based work perceived 
as valuable to society, such as allied specialisations in health policy and medico-legal 
practices (Gorman & Sandefur, 2011). The emergence of the profession of career 
development from traditional concepts of vocational guidance as a profession that 
emphasised matching people to occupations has similarly been shaped by new forms of 
knowledge about work, and rapid transformations in the way work is organised (Herr, 
2013). 
Professions seek control over their own professional practices, behaviour, and 
expert knowledge base through self-regulation, including accountability measures, and the 
autonomy to exercise professional judgement (Leicht & Fennell, 2001). To maintain 
autonomy, influence, and social standing professions seek ongoing agreement from the 
public and the government that the practical application of specific areas of expert 
knowledge should be performed uniquely by expert professionals rather than by others as 
competitors who are less or alternatively qualified (Klegon,1978). Professional autonomy 
invests a profession with the authority to regulate entry to the profession by determining 
the requirements for education and training (Mieg, 2008). Professions may achieve 
autonomy in a collective sense through controlling who enters and the standards that 
should be upheld (Singer, 2007). However, organisations and work structures vary, and 
autonomy in professional contexts may differ (Thursfield, 2012). Changes brought about in 
workplace conditions and financial implications of the drive by organisations for increased 
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productivity and reduced costs may diminish the level of autonomy accorded to 
professions (Eteläpelto, Vähäsantanen, Hökkä, & Paloniemi, 2014). Deregulation of labour 
markets can challenge the autonomy of professions, through governmental or 
organisational objectives, or social and economic imperatives (Adams, 2015; Dingwall, 
2008; Scanlon, 2011). Furthermore, within organisational management systems, the 
pressure to balance professional autonomy with client and personal concerns, cost factors, 
and administrative considerations can compromise professional practice (Douglas, 2010; 
Persell, 2006). Professions are therefore challenged to establish and maintain measures 
of accountability for professional practice, and in turn practitioners are challenged to meet 
those standards of accountability (Minnameier, 2014). 
Issues of professional autonomy and the influence of bureaucratic control highlight 
that interaction between professions and government can be complex (Evetts, 2013). In 
some occupational groups, such as teaching and social work, legislation and mandatory 
licensing or registration of members promotes the interests of government through 
legislative oversight. In addition, standards requiring minimum levels of qualifications and 
training regulate entry to the profession and recognise the profession and its professional 
practices as socially important, with associated rewards of income and prestige (Thomas & 
Qui, 2013). Society generally accepts that standards for professions mean some roles, 
where potential risks to the public are perceived as significant (e.g., law, medicine, 
psychology, social work, and teaching) require legislation to protect the public, and that 
others (e.g., accounting) will be tightly regulated from within the profession with varying 
degrees of support from government (Gough, 2017; Hooley et al., 2016). The public would 
expect to be protected from harm from services delivered by career development 
professionals, yet career development lacks the legislative oversight of other professions 
such as teaching and psychology.  
Regulation from within a profession highlights the influence of professional bodies 
and professional associations as key influences on professional practice and the 
professional identity of a profession (Gorman & Sandefur, 2011). Although the terms 
professional body and professional association may be used synonymously, professional 
bodies typically oversee a profession’s regulatory processes separately from the 
professional membership associations, which are focussed on their individual members 
(Callaghan, 2014). For example, oversight of the Australian career development industry 
professional standards is the responsibility of the Career Industry Council of Australia 
(CICA) and CICA member associations are responsible for their members and their 
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members’ compliance with the professional standards. Professional bodies and 
professional associations therefore have important roles in upholding the principles and 
values of a profession and the standards designed to guide ethical practice and behaviour, 
typically defined by a profession’s code of ethics (Leicht & Fennell, 2001).  
Shared understanding of what constitutes ethical practice is a social responsibility of 
professions (Minnameier, 2014). However, without the government’s regulatory support, 
enactment of systems and procedures such as development, implementation, and 
monitoring of standards may be largely the responsibility of professional associations 
(Hooley et al., 2016; Lester, 2009). In addition, varying degrees of support by government 
may influence levels of social recognition of a profession. Therefore, in the absence of 
governmental regulation, governance of standards and social acceptance and status of a 
profession relies in large part on the capability of professional associations and their 
members to build society’s trust in the expertise of the profession and its professional 
practices. Complications for professions to maintain or regain society’s trust may arise if 
enforceable ethical standards are limited to within voluntary professional association 
membership (Oliver & McGhee, 2005). Definitive guarantees of ethical practice of a 
profession’s members are not possible, yet professional association membership can 
provide assurance of a profession’s systems for dealing with breaches of ethical standards 
(Hooley et al., 2016). Furthermore, trust in a profession is eroded irrespective of 
professional association membership if individuals are seen to act unethically when 
carrying out related professional work (Scanlon, 2011). However, in contrast to 
government-legislated or professionally regulated professions, the implication of an 
absence of monitoring systems and procedures in unregulated professions is that aside 
from legal recourse for negligence, unethical practices may not be identified or addressed. 
In conclusion, influences on professions and professional practice include complex 
combinations of social, cultural, governmental, and organisational elements. The 
expectation that professions will safeguard the public from harm ensuing from its 
professional services draws attention to the need for standards that define professional 
practice requirements for qualifications, training, and professional development, and 
highlights the critical nature of adherence to ethical standards by members of professions. 
Professional associations thus play a key role in managing the systems and procedures 
guiding professional practice. The next section highlights professionalism in professional 
practice. 
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Professionalism  
Professionalism reflects professional attributes, behaviour, and skills socially 
constructed in professional practice (Allan & Moffett, 2016). Professionalism may be 
considered from the perspectives of both professions and individual professionals. For 
professions, professionalism involves scrutiny of professional roles and how the 
profession’s standards are defined, set, and defended (Cribb & Gewirtz, 2015). Markers 
for professionalism therefore include the development, implementation, and monitoring of 
standards.  
For individuals, becoming a professional involves learning essential skills and 
knowledge prior to entry into the profession and subsequently to engage in continuing 
professional development. As individuals learn the skills and knowledge of the field they 
construct a professional identity (Gherardi & Perrotta, 2014). In the context of professions 
and professionalism, the term professional is related to membership of a profession and 
engaging in roles in a responsible, responsive, and effective manner. Markers for 
individual professionalism typically include a relevant qualification, professional association 
membership, and adherence to professional standards (Law, 2011).  
Professional learning in professions requires self-reflection on the theoretical and 
practice-based foundations of the professional role (Gough, 2017). After completing initial 
qualifications, professionals need to continually update and refine skills and knowledge to 
strengthen practice and develop within their role through continuing professional 
development (Allan & Moffett, 2016). Furthermore, the rapid social change that influences 
the knowledge base of professions such as career development requires them and 
professionals to be adaptable if their professional practices are to remain useful and 
acceptable to society (Bayles, 1981; Hughes, Law, & Meijers, 2017; Leicht & Fennell, 
2001; Patton & McMahon, 2014). Adjusting to complex and demanding changes in 
professional practice, and understanding differences over time in culture, labour markets, 
technology, and expert knowledge involves active engagement by individuals for initial 
preparation and for lifelong learning as professionals (Billett, 2014).  
Professionalism manifests in the application of knowledge in the performance of 
professional roles (Avis & Orr, 2014). The process of individuals learning how to be a 
professional and staying up to date in their field can be viewed as an iterative and 
reflective process of becoming, rather than an end stage of being a professional (Scanlon, 
2011). Accordingly, contemporary perspectives of professionalism pay particular attention 
to the significance of lifelong learning, including professional development (Havnes & 
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Smeby, 2014). Therefore, although professionalism may be individually enacted and 
externally attributed, as a social value related to credibility, establishing professionalism 
requires more than simply claiming to be a professional (Law, 2011). For example, 
professionalism is often associated with an expectation that professionals have the 
competencies and qualifications to perform their roles (Allan & Moffett, 2016; Schloss, 
2011), highlighting the relationship between professionalism, professional credibility, and a 
profession’s standards.  
Professionalism is typically inherent in the agreed standards to which members of a 
profession adhere. At the individual professional level, protecting people by ensuring the 
quality of products and services through adherence to agreed ethical standards is an 
important practical aspect of professionalism (Švarc, 2016). Internal forms of regulation 
and control inherent in a profession’s values and code of ethics encourage cooperation, 
professional pride, and satisfaction in performance of a role (Evetts, 2014). However, 
professionals increasingly work in large organisations, where professionalism may reflect 
the organisation’s model of accepted ways of working, including managing professionals’ 
performance according to governmental or organisational imperatives for occupational 
change or efficiencies (Evetts, 2013). Consequently, organisational expectations of 
professionals may differ from those expected by the profession. External judgements of 
individuals’ professionalism may have negative connotations related to superiors’ 
perspectives of individual compliance with directives as positive and professional, and 
resistance as negative and unprofessional (Larson, 2014). However, a professional’s 
resistance may reflect their perception that an organisational directive conflicts with their 
own sense of being professional, highlighting that in specific circumstances, 
professionalism is a contested notion. 
In conclusion, markers for professionalism in a profession include professional 
standards to guide initial training and qualifications, and continuing professional 
development. Individual professionalism involves a reflective process of developing and 
maintaining competence in professional practice to engage in roles in a professional 
manner according to ethical standards. Professionalism may also challenge a professional 
to resolve ethical dilemmas if tensions arise between organisational and individual 
conceptualisations of professionalism. The next section on professionalisation connects 
professionalism to the transformation of occupational groups to professional status. 
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Professionalisation  
Occupational groups typically professionalise through establishing the authority of 
their work, organising and institutionalising their knowledge base in institutions of higher 
learning, and developing a tradition as high status and socially acceptable (Abbott, 1988; 
Siegrist, 2015). A tenet of professions seeking public and governmental support is that the 
public should be protected from untrained individuals (Adams, 2013). An outcome of 
professionalisation is therefore possible exclusion of practitioners who do not meet 
established criteria defined by standards (Furbish, 2004), an issue established professions 
such as teaching, psychology, law, and medicine appear to have resolved. 
Historically, the rise of modern professions (Larson, 2012), now often referred to as 
traditional professions, is associated with the reorganisation of occupational groups in the 
late 18th and 19th centuries. The clergy, law, and medicine professionalised through 
persuading the public and the government of their professional qualities and entitlement to 
professional status, yet others, for example, barbers and embalmers failed to achieve 
professional status because their claims failed to convince the public and government of 
the social importance of their work and the level of knowledge and skill required (Adams, 
2013). Architects, dentists, engineers, pharmacists, and accountants also professionalised 
because they similarly convinced government and the public that their specialised 
knowledge warranted jurisdiction for specific tasks and problems (Adams, 2013; Mieg, 
2008). Occupational fields such as teaching, nursing, and psychology have likewise 
professionalised by developing systems and procedures to claim the autonomy, status, 
and social acceptance accorded to traditional professions. In the contemporary context, 
social work has also professionalised in a number of countries (Weiss‐Gal & Welbourne, 
2008) including Australia and New Zealand. Descriptions of professions as traditional or 
contemporary highlight the temporal and contextual nature of professionalisation. 
Occupational groups vary in stages and degrees of professionalisation (Hall, 1968). 
In the contemporary context, efforts by occupations to professionalise, which some 
researchers term professional projects (Adams, 2013; O’Brien, 2015) may not lead to full 
professional status (Wilensky, 1964). For example, information and communications 
technology (ICT) is an umbrella term encompassing a wide range of related activities and 
titles in a field that is yet to complete its professional project (Oen & Cooper, 1998). The 
diversity of the field, social expectations, and varying education and training requirements 
highlight that different ICT occupations, for example, administrator, analyst, computer 
network professional, designer, developer, engineer, multimedia specialist, programmer, 
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systems manager, technical support person, and trainer may not equally be accorded 
professional status (Weckert & Lucas, 2013). In addition, emerging professional fields that 
encompass diverse occupations, such as the fields of ICT and career development, face 
challenges to unify as single professions.  
An emerging profession typically organises itself through a professional association 
responsible for developing and managing aspects of practice, such as adherence to a 
code of ethics (Wilensky, 1964). In the context of professional standards, a role of 
professional associations is to promote professional development as a means for 
individuals to meet the minimum standards set for entry to the profession and to engage in 
ongoing professional learning (Calway & Murphy, 2011). However, the process of 
professionalisation is complex and can uncover philosophical divisions within 
organisations. For example, in 2009 the New Zealand Association of Counsellors (NZAC) 
applied within the Health Practitioners Competence Assurance Act 2003 (Ministry of 
Health, n.d.) to professionalise through statutory registration, and this was met with 
resistance from some members of the association (Miller, 2014). According to Miller, 
resistance to the intended regulation was based on the risk some members perceived to 
ways of working, including approaches informed by Maori theories of wellbeing, which 
might not find acceptance within protocols of statutory regulation. The NZAC professional 
project stalled until November 2016 when NZAC surveyed the association membership, 
which reached consensus that members wanted to retain professional self-regulation 
rather than seek statutory registration (F. Eijgenraam, personal communication, December 
7, 2016).  
The outcome of another professional project in the American mental health 
counselling environment, where regulation of health professions falls under governmental 
jurisdiction (Health Workforce Technical Assistance Center [HWTAC], n.d.), exemplifies 
the complex nature of developing an identity for a profession. In the 1970s, the field of 
mental health counselling in America lacked a clear identity or professional organisation 
(Hanna & Bemak, 1997; Smith & Robinson, 1995). Joining rather than competing for 
professional status with the American Counseling Association was a means to develop “a 
larger identity or professional family” (Smith & Robinson, 1995, p. 159) and their combined 
efforts led to the eventual licensing of mental health counselling at governmental level. 
Additionally, the implementation of national standards for mental health counsellors was a 
critical step to open the way for reciprocity among government regulatory bodies and to 
establish comparable standards with related professional organisations.  
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Career development has emerged as a field encompassing a range of occupations 
(e.g., career coach, career consultant, career counsellor, career educator, employment 
counsellor, vocational rehabilitation counsellor, and work placement coordinator) and 
conducted in diverse social and cultural contexts (e.g., community-based organisations, 
corporate and government workplaces, health centres and hospitals, schools, and 
universities). However, across country contexts the field has yet to reach agreement on 
what to call itself.  
In Australia, Canada, England, the US, and more recently South Africa career 
development is used by professional bodies as an umbrella term (e.g., Canadian Council 
for Career Development [CCCD], 2014; Career Development Institute [CDI], n.d.; Career 
Industry Council of Australia [CICA], 2011; National Career Development Association 
[NCDA], n.d.; South African Career Development Association [SACDA], n.d.). In some 
contexts, other umbrella terms have been established. For example, in Europe, lifelong 
guidance is used as an umbrella term for the field, and guidance covers a range of 
activities relating to information-giving, counselling, competence assessment, support, and 
the teaching of decision-making and career management skills (Council of the European 
Union, 2008). In addition, the European Lifelong Guidance Policy Network (2014) 
acknowledged some people working in the field would use career counselling rather than 
career guidance as a generic term to describe their work. In Australia, South Africa, and 
UK career guidance is typically used to describe specific career services and interventions 
(CDI, 2016; CICA, 2011; SACDA, n.d.) although the terms career guidance and career 
development have been used more or less synonymously in Australia and New Zealand. 
According to Watts (2014), use of the term career guidance in England as a generic term 
to cover all interventions led to confusion and subsequent governmental exclusion of the 
contributions of career professionals. To establish consistency in policy conversations and 
avoid confusion within the field from synonymous use of the terms career guidance, career 
development, and career counselling Watts suggests a pragmatic solution is to adopt 
career development instead of career guidance as the generic term for the field, and 
career counselling could be used for specific one to one career interventions.  
In some contexts (e.g., Australia, Canada, England, South Africa, US), where efforts 
to professionalise have included the introduction of professional standards and a focus on 
quality improvements in career service delivery, career development meets the threshold 
of professional status. In New Zealand, national professional standards for career 
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development have not been introduced, and career development is characterised there as 
an emerging profession (Furbish, 2012).  
Career development in Australia, the majority of Canadian provinces, England, and 
US is regulated from within the profession. However, career development in Canada has 
had longstanding professional status in the province of Quebec where the profession of 
counselling encompasses career development and certification is mandatory (Canadian 
Counselling and Psychotherapy Association [CCPA], n.d.). Voluntary certification for 
career development practitioners is also in place in the Canadian provinces of Alberta, 
British Columbia, New Brunswick, Nova Scotia, and Ontario (Canadian Council of Career 
Development [CCCD], n.d.). In South Africa, following a ministerial survey on career 
development activities from South African stakeholders, such as government departments, 
organisations, and education training authorities, a career development practitioner 
competency framework was developed, and in 2016 career development was recognised 
as a profession in South Africa (DHET, 2016).  
In the process of professionalising the career industry in Australia, the Career 
Industry Council of Australia (CICA) was established in 2000 to provide a united voice for 
the different constituencies represented by career development associations (CICA, n.d.). 
In the development and implementation of professional standards, CICA convened a 
national forum, published a scoping paper (McMahon, 2004), enacted a consultation 
process, and disseminated a series of briefing papers to stakeholders at each stage of the 
professional project. Importantly, CICA was funded and supported by the Australian 
Government to develop and implement the professional standards. However, despite 
perceptions of the Australian Government’s career development policies as a commitment 
to career development (Niles, 2014), the professionalisation process in Australia has yet to 
see a mandate beyond the auspices of professional career development associations and 
thus the standards are regulated by the profession and not a statutory authority. Similar 
circumstances prevail in other countries and contexts with an established career 
development field (e.g., UK, US, and provinces in Canada), highlighting that public 
recognition of career development as a profession is not yet widely agreed across country 
contexts (Furbish, 2011; McIlveen & Alchin, 2017; McMahon, 2004; Neary, 2011; Watson 
& McMahon, 2012; Watts, 2014).  
Research conducted across international contexts suggests the career development 
profession has yet to achieve a strong voice in policy development for career development 
that would confirm the professional status of the field (e.g., Grubb, 2002; Haug & Plant, 
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2015; McIlveen & Alchin, 2017; Neary & Hutchinson, 2009; Watts, 2013) and lead to 
legislation to mandate relevant qualifications and training to enter the profession. Career 
development practitioners have tended to come from diverse disciplines such as 
education, social work, psychology, and rehabilitation that have some, but not all essential 
career development skills and knowledge (McMahon & Tatham, 2008), drawing attention 
to the role for professional standards to guide entry to the profession. It has been 
suggested that deprofessionalisation, in which tasks are carried out by individuals lacking 
relevant training or qualifications, diminishes the status of professions (e.g., Adams, 2016; 
Dingwall, 2008; Furbish, 2012; Scanlon, 2011). There is no restriction on who can claim to 
be a career development practitioner in the New Zealand context, suggesting a lack of 
professional standards as “the greatest impediment” (Furbish, 2012, p. 22) to 
professionalisation of career development. Similarly, in the field of career development in 
the United States, it has been argued that deprofessionalisation historically allowed the 
proliferation of practices lacking an underpinning of professional training, highlighting a 
view in some sectors of career development as a profession anyone could do (Hansen, 
2003). Moreover, lack of understanding of specific career development services by 
policymakers and the public can impact the potential to develop strong career 
development policies to regulate who can enter the profession (Niles, 2014), in turn 
impacting the professional status of the field.  
In conclusion, professions face ongoing challenges. Professionalising is subject to 
variable outcomes, dependent on combinations of contextual, social, and temporal 
conditions, and the capability of the occupational group or its professional associations to 
achieve and maintain governmental and public recognition of the social value of the work. 
The field of career development faces specific challenges to promote the professional 
basis of its services, including agreed terminology and definitions for the field, and a 
defined scope of practice through establishing and implementing professional standards. 
Furthermore, regulation in the field of career development in Australia and New Zealand is 
different from other professions, which are typically guided by qualifications specified by 
government policies (see Chapter One). In other professions, regulatory bodies oversee 
registration and standards that include minimum levels of qualifications. 
Professionalisation of the career development industry has progressed at different 
rates in the two country contexts of Australia and New Zealand where the present 
research is conducted, suggesting the potential of the present research to offer insights to 
the influence of professional standards on professional identity understanding. In the next 
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section, a focus on professional identity and professional identity construction highlights 
the interconnectedness of professions, professionalism, and professionalisation. 
Professional Identity  
As work identities, professional identities are complex personal and social 
constructions (Day, 2011; Gee, 2000; Pratt, Rockmann, & Kaufmann, 2006), which 
develop in stages and typically manifest in the connection between professional people 
and professional occupations. An individual’s professional identity is associated with 
specialist knowledge and expertise related to initial professional learning at university 
level, ongoing professional development (Billett, 2014) and membership in a professional 
organisation (Lester, 2009). Definitions highlight professional identity as a self-definition 
related to an individual’s professional self-concept (Chreim, Williams, & Hinings, 2007; 
Eteläpelto et al., 2014). 
Professional identity in work contexts is often highlighted by the titles and labels 
professionals use to define their roles (Oen & Cooper, 1988). Titles and labels serve a 
number of functions, such as delineating role tasks, expressing a person’s expertise, and 
conveying meaning about self-identity to others both inside and outside work contexts 
(Golant, Sillince, Harvey, & Maclean, 2015; Grant, Berg, & Cable, 2014). Within the range 
of professional career development occupations, multiple titles are often used 
synonymously, for example: career advisor, career counsellor, career educator, career 
practitioner, and guidance counsellor (CICA, 2011). Occupational titles, including the 
recent inclusion of life coach and career coach in the field of career development, may 
reflect practitioner training, the type of service offered, and variations in theoretical 
perspectives (Furbish, 2012), yet lack of differentiation could impact recognition of the 
expertise of career professionals (Neary, Marriott, & Hooley, 2014). In addition, multiple 
titles and labels may create confusion and complicate the task of defining the field and 
articulating a professional identity for the profession. Furthermore, the different titles 
individuals use to define their professional identity draw attention to the role for 
professional standards to define and clarify scope of practice, and to ensure individuals 
have the requisite knowledge and skills for career development services provision (Arthur, 
2008).  
Research investigating professional identity of career development practitioners in 
the United Kingdom (Neary, 2011, 2014a) revealed that specific job titles influenced many 
participants who felt that their professional identity was stronger when they could 
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professionally define themselves. In addition, participants who had multiple roles, including 
those from school contexts, found it difficult to articulate a role definition, suggesting that 
for those individuals, a professional identity was unclear, and that multiple roles influence 
their professional identity. The findings led Neary (2014b) to conclude that in their 
professional contexts, what professionals call themselves and how this is communicated 
defines them professionally. As a definition of the self, professional identity can thus be 
viewed as an adaptation to the social environment and cultural conditions (Baumeister & 
Muraven, 1996). The section following connects definitions of the self with the self-
developmental process of constructing a professional identity. 
Professional identity construction. Constructing a professional identity is the 
process by which individuals subjectively represent self and what is most valued in their 
occupational lives (Davey, 2013). Professional identity construction is thus a 
developmental process related to personal and professional values, commitments, 
experiences, and aspirations (Khapova, Arthur, Wilderom, & Svensson, 2007). Research 
on professional identity construction (e.g., Akkermann & Meijer, 2011; Day, 2011; 
Eteläpelto et al., 2014; Remley & Herlihy, 2010) highlights that influences on professional 
identity include the combined effects of context, change over time, and relational roles and 
responsibilities. Contextual influences involve the interplay of an individual’s life roles 
within workplace settings, and the social behaviours and cultural conditions of those 
contexts (Day, 2011; Eteläpelto et al., 2014). Professional identity is impacted by changes 
in work contexts and how individuals respond by adjusting to accommodate or resist those 
changes. Consequently, contextual change over time means construction and 
reconstruction of professional identities is an ongoing process (Akkermann & Meijer, 
2011). Opportunities, for example through professional learning, for individuals to develop 
a sense of professional agency to confidently navigate changes impacting the work 
context are important to support professional identity construction and reconstruction 
(Vähäsantanen, 2015; Vähäsantanen, Paloniemi, Hökkä, & Eteläpelto, 2017). Relational 
and developmental influences on professional identity construction are highlighted in the 
sense of social belonging individuals experience through professional group membership 
(Remley & Herlihy, 2010). Social inclusion in professional groups is often connected to 
specialist skills and expertise acquired through professional learning, including relevant 
qualifications. Professional identities constructed through group membership are therefore 
a means of distinguishing between groups. An individual’s perspectives about 
demarcations of ingroups and outgroups may therefore reflect identification with or 
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exclusion from a group, determining whether group classifications are defended or 
contested (Tajfel, 1982).  
Professional group affiliations may include attachment to more than one group 
simultaneously (Lammers, Atouba, & Carlson, 2013). It follows that an individual may 
belong to various professional networks, professional associations, and communities of 
practice related to specific areas of work. In career development, people often have dual 
backgrounds such as teaching and career development (OECD, 2004b). Over time 
individuals may be simultaneously constructing and reconstructing different work identities 
(Baumeister, 1999), identified previously in this chapter as occupational, vocational, and 
professional identities. For example, an individual may have an occupational identity within 
the field of education, a vocational identity through a sense of calling in secondary school 
teaching, and self-understanding of a professional identity as a curriculum subject teacher. 
In addition, some individuals are constructing a professional identity as a career 
development practitioner alongside multiple work identities. In Australia and New Zealand, 
some people in school career development roles have occupational backgrounds different 
from teaching, yet the majority have a teaching background or hold dual teaching and 
school career development positions (CICA, 2017; Irving, 2011). Consequently, 
constructing or reconstructing a distinct professional identity as a career development 
practitioner in the school context is complex. Multiple roles and responsibilities highlight 
the complexity for individuals to determine a sense of who they are in a role, who they 
would like to become, and what is important to them (Baumeister, 1999).  
In conclusion, professional identities are developmental and complex in nature. The 
process of professional identity construction by which individuals define their professional 
role, establish a valued professional self, and ascribe significance to that identity is 
similarly complex. Investigation into the professional identity understanding of school 
career development practitioners in the present research may provide insights to the 
factors that influence and support professional identity construction and reconstruction. In 
the next section, a connection is highlighted between professional identity, professional 
identity construction, and the profession of career development, including professional 
practice in school contexts. 
Career Development  
Career development work requires specialised skills and knowledge, distinct from 
other helping professions such as teaching. Career qualifications underpin the specialised 
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and theoretical knowledge base from which practitioners approach their work (Grubb, 
2002; Inkson, 2015; McMahon, 2016; OECD, 2014; Patton & McMahon, 2014; Savickas, 
2015). Career development service provision involves working with people to help them 
pursue learning, find personally meaningful work, and learn how to manage transitions in 
complex labour markets (Canadian Council of Career Development [CCCD], n.d.; Career 
Development Association of Australia [CDAA], n.d.; CDANZ, n.d.). Professional practice 
may include the design and delivery of career information services (e.g., occupational 
classifications), career assessment, career counselling, and career education with 
individuals or groups (McGregor-Bayne, McIlveen, & Bayne, 2003). Practitioners may work 
in a range of formats including one to one, small groups, via the web, large classes and 
self-help materials, and their work contexts such as in schools, tertiary institutions 
including universities, business organisations, government agencies, and private practice 
are constantly undergoing change (CICA, 2011). In turn, career development work 
involves a relational process through which practitioners induce change (Whiston & 
Rossier, 2017). Provision of effective career development services requires practitioners to 
adapt to changing contexts to stay up to date (Watts & Kidd, 2000). 
Although career development is not a new profession, it has not progressed to the 
same point as governmentally-regulated professions such as law, medicine, teaching, and 
psychology. The history of career development reflects the social change impacted by 
industrialisation in the late nineteenth and early twentieth centuries (Herr, 2013). Formal 
career guidance services were developed in a number of countries and contexts in the 
early 20th century, including US, UK, and Europe (Watts & Kidd, 2000). In the US, the 
work of Parsons (1909) advanced understanding of vocational guidance as a systematic 
process involving individuals’ self-understanding and career selection, marking the 
beginnings of conceptual frameworks for career development practice and theory (Brown, 
2002; Engels, Minor, Sampson, & Splete, 1995). The National Vocational Guidance 
Association was formed in 1913 in the US and became the National Career Development 
Association (NCDA) in 1985 (Herr & Shanasarian, 2001). The name change resulted from 
a changed understanding of guidance work, from vocation and its focus on adolescents, to 
career as inclusive of life stages. Approaches to career development can thus be seen as 
influenced by social and cultural contexts and developing “within a historical context” 
(Shen-Miller, McWhirter, & Bartone, 2011, p. 3). 
Notwithstanding a lack of consensus on categorisations of approaches to career 
development (Patton & McMahon, 2014), their evolution has been well-documented in the 
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literature (Patton & McMahon, 2014; Savickas, 2015; Weinrach,1979). Patton and 
McMahon point out the historical focus on either content (referring to the influences on 
career development, such as interests and values), or process (referring to accounts of 
change over time and decision-making processes), and the emergence of theories 
focussing on both process and content. Weinrach’s (1979) summary of the major 
categories of approaches reflects a more or less chronological order, such as from early 
20th century structural notions (matching and choice) to developmental approaches 
(understood in the context of human development) and then to more recent eclectic 
(integrative) approaches. Similarly, three paradigm shifts Savickas (2015) identified 
highlight changing eras within the career development field due to changing work lives, 
employment contexts and constant adaptability requirements. First, the vocational 
guidance paradigm of the early 20th century centres on a trait and factor approach 
involving counsellors as authorities to guide individuals towards choosing an ideal 
occupation at a point in time. Second, in the 1950s, the career development paradigm 
emerged, which focusses on a holistic and lifelong development of career, involving 
counsellors helping clients to exercise personal agency. Third, in the 21st century a 
contextual paradigm of life designing emerged that reflects how ongoing changes in work 
and society mean that individuals need to continually adapt as they, rather than 
organisations, are responsible for careers, and involves counsellors collaborating with 
clients to co-construct meaning to resolve problems. Moreover, counsellors may “shift 
perspectives” (Savickas, 2015, p. 140) between paradigms to adjust to the needs of the 
client. Thus, career as a means to understand the work and lives of individuals has 
evolved alongside evolution of approaches and theories about career, collectively 
contributing to an understanding of career development (McMahon & Tatham, 2008). 
Furthermore, the sphere of influence of career development has expanded to diverse 
countries and cultures, including Australia and New Zealand (Watson & McMahon, 2012). 
To conclude, the history of career development reflects a field which has over time 
been constructing a distinct professional identity within changing social and cultural 
contexts. Despite features distinguishing the field from other professions, career 
development has yet to achieve the social status of established, governmentally-regulated 
professions. The section following draws attention to aspects of the career development 
profession in relation to the context of the present research in Australia and New Zealand. 
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Career Development in Australia and New Zealand  
The history of career development in Australia can be traced to the formation of the 
Australian Vocational Guidance Bureau in 1926, a changing social and economic climate, 
and involvement of the post-war Department of Labour in establishing vocational guidance 
systems in schools (Athanasou, 2002). Development of the profession and a professional 
identity for Australian career development practitioners evolved similarly to other Western 
countries and derived from a collection of multidisciplinary elements (McGregor-Bayne, 
McIlveen, & Bayne, 2003). In Australia, the common use term for a leading professional 
association or advocacy group is peak body (Quixley, 2006). Prior to the formation of CICA 
as the peak body for the career development industry, a number of professional 
associations represented, and still represent different constituencies. Moreover, a peak 
body can engage on behalf of professional associations with industry wide issues such as 
professional standards, advocate for the field as a whole, and provide a focus for contact 
with policy makers and other key stakeholders. The rationale for a group of career 
development practitioners and academics to develop a national peak body was to create a 
voice for the career development industry to “promote contemporary career development 
issues to government, private and community sectors, and provide models of best 
practice” (CICA, n.d.). A strength of the national peak body CICA is the diversity of 
representation from national, State and Territory professional associations, which include 
cross-sector membership such as from education sectors, rehabilitation, sport, and 
guidance and counselling.  
A landmark in Australian career development history was the publication in 2006 of 
Professional Standards for Australian Career Development Practitioners (CICA, 2011). 
Although the Australian profession thus has a degree of self-regulation through the 
Professional Standards, it is not the same as that by regulatory authorities for recognised 
professions such as law, medicine, teaching, and psychology.  
The history of career development in New Zealand has pre-war foundations similar 
to Australia and focussed on vocational guidance for adolescents. In 1959, changing social 
contexts, including rising truancy, influenced appointment of the first guidance counsellors 
in schools, separate from career advisors, to address welfare concerns (Furbish, 2012; 
Webster & Hermansson, 1983). With few exceptions, New Zealand schools to date 
typically separate guidance counselling as a role focussed on supporting students to 
resolve personal, social, or psychological challenges and difficulties (NZAC, n.d.), and 
career advisor roles as focussed on career education and guidance to support students’ 
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career decisions and transitions through and from school. A recent event of significance in 
New Zealand’s career development history was the New Zealand Government’s 
disestablishment of its crown agency Careers New Zealand and transfer of staff and 
functions to the Tertiary Education Commission (NZ Government, 2017). The brand of 
Careers New Zealand dates to 1990 when the Government gave oversight of the Career 
Development and Transition Education Service (previously the Vocational Guidance 
Service) to the Ministry of Education, which retained responsibility for the service, and 
subsequently rebranded it as Careers New Zealand (Furbish, 2012). Although the name 
has been retained for its online website presence, the long-term impact of the restructure 
of Careers New Zealand on the New Zealand career development industry is yet to be 
determined. Sentiments Athanasou (2002) expressed over a decade previously that in 
New Zealand there was an excellent example of a centralised career service may need 
revision. 
Similar to the Australian context, a professional identity for New Zealand career 
development has been influenced by Western influences such as the United States 
(Webster & Hermansson, 1983). A landmark event for the profession in New Zealand was 
the development in 1995 of the Career Practitioners Association of New Zealand (CPANZ) 
by a small group of members of the New Zealand Association of Counsellors. The Career 
Practitioners Association of New Zealand (CPANZ), now the Career Development 
Association of New Zealand (CDANZ) was formalised in 1997 as an Incorporated Society 
to represent career development practitioners (CDANZ, n.d.). Although CDANZ has 
eligibility criteria for membership levels, New Zealand career development is neither 
governmentally regulated nor by an overarching professional body, in contrast to other 
professions such as teaching with standards to guide professional practice and entry to the 
profession (Furbish, 2012).  
In conclusion, the career development industries in Australia and New Zealand 
share a similar Western-influenced history. A major difference between the two countries 
in the development of a professional identity for the profession is the introduction of 
Professional Standards in Australia. However, neither country has governmental regulation 
that would recognise the specialised skills and knowledge required for work in the career 
development profession. The section following has a specific focus on career development 
in the context of schools in Australia and New Zealand.  
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Career development in schools in Australia and New Zealand  
Career development practice in schools is a relational endeavour and the focus is 
on students. School career development practitioners facilitate and influence career 
learning within schools. An understanding of the unfamiliar transitions the current and 
future workforce face compared to previous generations highlights the imperative for 
governments to address the career development needs of young people, including 
measures that support the quality of career development service provision (Ho & Leung, 
2016). As people within the school system with an influence on youth, school career 
development practitioners need requisite competencies in career development. In 
Australia and New Zealand, standards for professional competency are governmentally 
regulated for teaching core curriculum subjects, but not, as shown in my career story in 
Chapter One, for school career development practice, highlighting an anomaly in 
education policy.  
Career development practice in schools typically focuses on preparing students to 
successfully negotiate the complexities of the world of work (CICA, 2017; Irving, 2011b). 
There is general agreement about the importance of career development for preparing 
students to make learning and work decisions, subject and course selections, and 
transitions from school (e.g., Andrews, 2016; Bardick, Bernes, Magnusson, & Witko, 2004; 
European Centre for the Development of Vocational Training [CEDEFOP], 2014; CICA, 
2017; Furbish & Reid, 2013; Grubb, 2002; Hearne, Geary, & Martin, 2017; Lapan, 2012; 
OECD, 2004a, 2014). Moreover, conceptualisation of career in schools as “boundary 
crossing” (Andrews & Hooley, 2017, p. 155) highlights that the school career development 
practitioner role may operate in the school context but is always connected to facilitating 
career development for a student’s life outside and beyond school.  
Configuration of school career practice varies within and across country contexts. 
For example, the combinations of personal, social, and career guidance in guidance 
counsellor roles in schools in Queensland, Australia (Queensland Guidance and 
Counselling Association [QGCA], 2015) are similar to American school counsellors’ roles 
(Maxwell, 2009) in relation to combining the career guidance role and counselling for 
personal, social, or psychological challenges. However, in other Australian States and 
New Zealand, position descriptions (e.g., Kelly, 2012) and professional association profiles 
(e.g., Australian Psychologists and Counsellors in Schools NSW, 2015; New Zealand 
Association of Counsellors [NZAC], n.d.) suggest that the school career development 
practitioner role is distinct from school counsellor or guidance counsellor roles. 
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Furthermore, school career development in the State of Victoria, the Australian location of 
the present research, is configured similarly to school career development in New 
Zealand. 
Conditions for employing school career development practitioners in Australia and 
New Zealand differ from the governmentally-regulated conditions for employment of 
teachers in schools. Entry to school career development roles is possible without prior 
knowledge of career development practice or formal career-related qualifications (Schloss, 
2011, Vaughan & O’Neil, 2010). Exceptions include where individual school employing 
authorities determine career development role specifications to include relevant training 
(Irving, 2011a), and guidance counsellors in Queensland are expected to have a teaching 
qualification and postgraduate qualifications in guidance and counselling, which typically 
include a career development subject or psychology.  
Typical specifications for the career development role draw attention to its 
complexity (Gysbers & Henderson, 2014). For example, the complexity, breadth, and 
responsibilities of the role are exemplified in an Australian study of stakeholder 
perspectives of career development practitioners’ PD related to managing the career 
development role (Kelly, 2012). The study describes the following role specifications of 
practitioners in New South Wales schools: 
1. assisting students to identify their abilities, skills and interests through a range of 
activities including computer-assisted guidance programs and Internet sites  
2. designing and developing a career education program that includes the 
implementation of vocational learning through the school curriculum  
3. playing an integral role within the school welfare team by providing high quality 
advice and guidance regarding student transition issues  
4. providing work place learning opportunities  
5. providing and clarifying information for students and their parents regarding the 
school curriculum, the HSC (Higher School Certificate) and further education 
and training  
6. providing a wide range of opportunities for students to learn and continue to 
learn about careers, industries and appropriate work/life roles and the world of 
work in general (p. 51) 
The study drew attention to issues for managing the role. School career 
development practitioners in New South Wales (NSW) have access to a range of State-
supported initiatives such as induction programmes for new careers advisers, and 
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promotion of the CICA School Career Development Service Benchmarking Resource 
(CICA, 2014). Despite support for such training and educational opportunities by school 
administration, issues such as job expansion, work intensification, varied role 
expectations, lack of a clear career path, poor image issues through perceptions of a lack 
of support within the school, and self-management made it difficult for the career 
development practitioners to meet all the specifications of the role (Kelly, 2012). 
Furthermore, compared to their curriculum subject teaching colleagues, lack of mandated 
curriculum for career development and the peripheral nature of the school career 
development practitioner role identified in Chapter One adds greater complexity for career 
development practitioners to meet role specifications. The situation suggests a 
complicated process to construct a professional identity as a school career development 
practitioner. 
The relevance and social benefits of career development services and research are 
well established (McIlveen, 2016; OECD, 2014). Promoting the systems and procedures, 
such as professional standards, that support the theoretical knowledge base and training 
career development practitioners require has implications for provision of school career 
development services. Across country contexts the topic of infusing career learning and 
development within the school curriculum is increasingly receiving attention (Canada 
Millennium Scholarship Foundation, 2009; Hayes & Morgan, 2011; Hearne, King, Geary, & 
Kenny, 2018). Furthermore, agreement by policy makers, practitioners, and researchers 
on the place of career development in the curriculum remains a challenge (Barnes, 
Bassot, & Chant, 2011; CEDEFOP, 2014; OECD, 2004a, 2010; Sultana, 2012; Watts, 
Sweet, Haines, & McMahon, 2006). 
Stressing career management skills (CMS) within the school curriculum without 
recognition of life experiences that influence CMS or the impact of societal factors such as 
changes in the labour market may inadvertently portray young people as lacking life skills, 
notwithstanding the objectives for CMS to “increase employability, and enhance equity and 
social inclusion (Sultana, 2012, p. 232). There are further risks to the objectives for 
developing CMS through activities in the whole school curriculum if a neo-liberal agenda 
lacks a critical approach that would take account of a comprehensive understanding of the 
complexity of career development work (Sultana, 2013).  
Suggesting an explanation for the attention curriculum-based approaches to career 
development have attracted, a Pan-Canadian study (Canada Millennium Scholarship 
Foundation, 2009) highlighted that some Canadian schools lack career guidance 
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programmes or practitioners, and that students may “graduate from high school never 
having been exposed to career education” (p. 25). However, the study found where there 
are mandatory career learning and development programmes in place, school counsellors 
spend less time with students on an individual basis, highlighting a potential issue for 
students needing more focussed, individual career development support. Recently, 
Hearne, King, Geary, and Kenny (2018) articulated the need for “stronger positioning of 
guidance within the school system, a supportive school culture and greater partnership 
within the school community” (p. 18) for whole school approaches to guidance counselling 
in Irish schools. In addition, Hearne et al. asserted the importance of clarifying the different 
stakeholder’s roles and responsibilities, including the need for appropriate education and 
training of the individuals involved in guidance service delivery. Hayes and Morgan (2011) 
similarly asserted the importance of a culture of support, including from school principals, 
for guidance counsellors in schools in Ireland.  
The role of teachers in delivering career learning and development in schools in 
England (Hooley, Watts, & Andrews, 2015) has come into sharper focus with the 
Government’s recent introduction of a careers strategy that expects all teachers to link 
curriculum learning with careers and requires all schools to identify a Careers Leader by 
September 2018 (Department for Education, 2017). Previous research (Fuller, McCrum, 
Macfadyen, 2014) suggesting teachers in English schools lack confidence in provision of 
career learning and development “outside their own area of specialism” (p. 265) highlights 
the imperative for policy makers and school leaders to make provision for the training and 
development needs of staff who are involved in delivering career learning and 
development in schools. 
Research in the education context understandably has a focus on outcomes for 
young people. However, to demonstrate what works in career development practice in the 
school context, and to guide policy and decision making for continued improvements, 
research must also take greater account of influences, including career development 
practitioners (Patton & McMahon, 2014). Two studies (CICA, 2017; Furbish & Reid, 2013) 
that reflect the perspectives of career development practitioners provide insights about 
practitioners and professional practice in schools in Australia and New Zealand. The CICA 
(2017) study depicts a homogenous workforce in relation to mature age and the 
predominance of women in the role, similar to findings in a UK study of characteristics of 
individuals moving into the career development sector (Neary, Hanson, & Cotterill, 2017). 
In addition, the CICA (2017) findings are similar to those of New Zealand research 
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(Vaughan, Phillips, Dalziel, & Higgins, 2009) which found school career development 
practitioners had multiple roles, including curriculum subject teaching, and constraints on 
budgets and time that impact effective service provision.  
A New Zealand study by Furbish and Reid (2013) of best practices in secondary 
school career development programmes in schools was a strategic response to a previous 
finding by the Education Review Office (ERO, 2006) that only 12% of the 179 schools in 
the research sample (145 primary, 34 secondary) provided high-quality career 
development programmes and services to their students, 85% percent were effective in 
some areas and needed to improve in other areas, and one secondary school needed to 
improve across all of the areas. There are approximately 360 secondary schools in New 
Zealand. Despite recommendations by ERO for system-wide improvements in career 
development programmes and services (e.g., in organisation and delivery; approaches to 
meet needs of diverse students, including students at risk of leaving school unprepared for 
transitions to work or further education/training; career information processes; PD for staff 
specific to career development; family (whānau) and community involvement in career 
development; and self-review of career development), later ERO reviews (2012, 2015) 
similarly identified areas of New Zealand school career development practice in need of 
system-wide improvements.  
The Furbish and Reid study included 20 schools from a small sample of 32 schools 
nominated through professional career development associations and Careers New 
Zealand as examples of schools exemplifying best practice in career development. 
Themes that emerged included first, that the career practitioner’s enthusiasm, dedication, 
knowledge, and participation in professional development underpinned exemplary 
practice, and a shared practitioner characteristic was the ability to establish professional 
networks with practitioners in other schools. A second theme related to the adjustments 
the practitioners made for specific school characteristics. For example, practitioners in 
larger schools developed more career development strategies and activities because they 
had more resources and staffing, whereas the smaller schools made use of one to one 
interactions. A third theme highlighted that all the schools nominated as providing 
exemplary practice had sequential goals and activities appropriate for students of different 
ages. A fourth theme was a whole school approach to career development. Support for 
practitioners from the school’s governance body, the Board of Trustees, and senior 
management was a fifth theme. A sixth theme related to delivery of culturally appropriate 
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activities for the individual schools and their community. A seventh theme was the regular 
review and subsequent modifications of career programmes.  
The Furbish and Reid study affirmed the existence of high-quality career practices 
in New Zealand schools. In addition, themes relating to participants’ relevant knowledge, 
and participation in professional networks and ongoing professional development 
highlighted key elements in stages of professional identity construction as career 
development practitioners.  
In conclusion, the importance of career development services for the career 
decisions young people make is well-established, yet school career development roles and 
programmes are peripheral and marginalised in the school context. Although Professional 
Standards are available in Australia to guide practitioners’ school career development 
practice and professional identity development, Australia and New Zealand lack 
governmental regulations to either guide entry to the profession or provide greater 
assurance of minimum qualification standards for career development practitioners and 
their practice. Furthermore, a lack of professional standards for career development 
practitioners in New Zealand leaves construction of a professional identity for practitioners 
and the profession in a paradoxical state of suspension and flux. The next section 
highlights the connection between professional standards, professional practice, and 
professional identity for school career development practitioners. 
Professional Standards  
Professional standards to support career development practice and practitioners 
refer to systems and procedures that give definition to the career industry, its membership 
and its services (Canadian Council for Career Development, n.d.). The benefits of 
professional standards include recognition of the diverse skills and knowledge of career 
practitioners, a guide for practitioner entry into the industry, a foundation for designing 
career practitioner training, and assurance to the public and other stakeholders that 
practitioners have an appropriate qualification and adhere to ethical standards (CICA, 
2011). In addition, professional standards provide a benchmark for assessment and 
evaluation of career development practitioners by their peers and by others, a requirement 
for career practitioners to engage in continuing professional development, and an agreed 
terminology for the industry (CICA, 2011). Furthermore, professional standards articulate 
competencies to recognise the skills, knowledge and experience needed for career 
development practice, establishing shared expectations, and providing support for 
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practitioners’ initial training and continued professional learning (Furbish, 2012; Hiebert, 
2009). Subsequent to the introduction of the Professional Standards in Australia, CICA 
implemented a course endorsement process which examines career development 
programmes provided by higher education providers and endorses those that accord with 
the professional standards (CICA, 2011). The process of course endorsement by CICA, 
whereby professional membership of CICA membership associations is based on 
completion of endorsed courses, signifies an important landmark in professional regulation 
and career industry professionalisation in Australia. 
The potential benefits of professional standards for career development 
practitioners as well as for their clients include: enhanced quality of service, recognition of 
the specialist expertise involved, advocacy for quality services, consistency in career 
practitioner training programmes, and accountability of service delivery (Arthur, 2008).  
Competencies in the career development field can be used as a way of recognising the 
“skills, knowledge, and experience of practitioners” (CICA, 2011, p. 8), and to provide 
meaningful descriptions of what individuals with a particular qualification should be able to 
do (Schiersmann, 2015). Furthermore, development of required competencies should not 
be left to chance if career development practitioners are to meet the complex demands 
facing individuals in changing social and economic climates (McMahon, 2016). 
Competencies that define the skills and knowledge required by practitioners were 
fundamental components of the professional standards and guidelines established in 
Australia, Canada, England, US, and more recently South Africa. In addition, the 
International Association for Educational and Vocational Guidance (IAEVG), a global 
professional association, developed a set of international competencies for career 
development practitioners, which have been used to guide the development of national 
competencies in other countries. The IAEVG competencies were developed from a 
process of extensive international consultation and feedback and were formally approved 
by the IAEVG General Assembly in 2003. Subsequently, IAEVG developed the 
Educational and Vocational Guidance Practitioner credential as a formal process of 
documentation by individuals of their relevant career development education and 
experience (Repetto, Malik, Ferrer, Manzano, & Hiebert, 2003). Across international sets 
of competencies, also described as competency frameworks (Patton & McMahon, 2014), 
ethical principles such as “demonstrate appropriate ethical behaviour and professional 
conduct” (IAEVG, 2003) are similar. However, they also contain differences to reflect their 
own contexts and terminology. For example, the recently developed South African 
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competency framework reflects international practices whilst ensuring relevance to the 
South African context: “Career counselling can be delivered effectively with understanding 
of the macro-systemic factors that impact on career development in the South African 
context” (DHET, 2016, p. 20).  
In recognition of the complexity of developing competence standards and defining 
professional functions for the diversity of roles and challenges faced by career 
professionals, the Network for Innovation in Career Guidance and Counselling in Europe 
(NICE, 2014) articulated the need, when defining competence standards, to acknowledge 
the different roles of practitioners and differentiate the levels of competence required. In 
addition, their proposal, which identified three generic types of career professionals (career 
advisors, career guidance counsellors, and career experts), suggested the competence 
standards as a basis for standards of academic training programmes for practitioners to 
further clarify what “different types of career professionals should be able to do” (p. 35). 
Moreover, European higher education institutions providing career development 
qualifications are likely to be the primary users of the recently published European 
Competence Standards for the Academic Training of Career Practitioners (NICE, 2016). 
The national peak body for the Australian career industry, CICA, oversees the 
Professional Standards for Australian Career Development Practitioners, published in 
2006 and revised in 2007 and 2011. The Australian Professional Standards, drawing on 
the Canadian Standards and Guidelines, which were updated in 2012 (Canadian Council 
for Career Development, 2012), focus on promotion of a career development culture and 
quality of career development services (CICA, 2011).  
A national survey (Athanasou, 2012a) initiated by CICA, in which the sample was 
dominated by school career development practitioners, showed participants’ 
acknowledgement of the relevance of the professional standards to career development 
work, the impact on the profession, and evidence of “majority compliance with the 
continuing professional development requirements” (p. 12). Despite the relative maturity of 
the career industry in Australia, and the introduction and phasing in of professional 
standards over a number of years, there are still inconsistencies in the Australian career 
development context, such as the lack of uniformity in job titles and the potential for people 
to enter the profession without relevant qualifications or training. As Athanasou noted, 
additional effort was required for the professional standards to influence practitioners to 
undertake relevant study (Athanasou, 2012a, p. 12), a situation the recent CICA (2017) 
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study shows has seen an increase of 6% since 2015 of people in the school context with 
formal career qualifications. 
Perceptions of New Zealand career development practitioners about professional 
standards, identified in a study by Furbish (2011), highlighted that participants, who 
included school practitioners, accepted the relevance of professional standards. However, 
knowledge and application of career theories were perceived by participants as less 
relevant, suggesting limited understanding of the integral place of knowledge and 
application of a theoretical framework in professional career development practice. 
Validation of career services requires identification of career practitioners’ “credentials and 
competencies” (Furbish, 2012, p. 22), highlighting the twofold challenge in New Zealand 
for the profession and practitioners to claim a professional identity where professional 
standards are lacking.  
Competencies can consolidate professional identity and recognise the 
professionalism of practitioners (Schulz, Sheppard, Shepard, Lehr, & Martin, 2008). 
Professional standards are therefore integral to establishing a professional identity, yet 
New Zealand has not developed national competencies for career development 
practitioners. Greater understanding is needed of the understanding by career 
development practitioners, including those in school contexts in Australia and New 
Zealand, of the influence of professional standards on their professional identity. 
The experience of professional standards development in countries such as 
Australia, Canada, England, US and recognition of career development as a profession in 
South Africa suggests that professionalisation in the career development industry has 
progressed further in those countries than in New Zealand. Professional standards for 
career development practitioners provide systems and procedures to enhance 
understanding of the professional role and for practitioners to develop their professional 
identity as career development practitioners. However, the risk of a lack of government 
policy regulating entry to the profession, and lack of integration of career development 
education in the core curriculum as part of students’ career development, is continued 
marginalisation of the school career development role and missed opportunities for best 
practice in career development service provision. 
Chapter Summary 
Chapter Two has shown that contextual, relational, and temporal influences impact 
how individuals move into and identify with a profession. Perceptions of being part of a 
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profession enable individuals to perceive a sense of belonging as part of their identity and 
in turn to construct a professional identity. Constructing a professional identity as a school 
career development practitioner is complex. Operating in a peripheral, marginalised role 
poses challenges for school career development practitioners for career development 
services provision. Furthermore, entry to most other professions requires completion of 
university level qualifications prior to commencing the professional role. No such mandate 
exists for entry to school career development roles, perpetuating the myth of the school 
career development role as one anyone can do irrespective of qualifications and training. 
Chapter Two also highlighted that the status of career development as a profession 
has progressively advanced alongside implementation of professional standards, for 
example in countries such as Australia, Canada, England, South Africa, and US. However, 
career development, including in the school context, does not have the same levels of 
regulation evidenced in other professions, such as teaching. Furthermore, in some 
countries (e.g., Australia, UK, US), and most provinces in Canada, professional bodies 
and professional membership associations rather than governments act as regulators for 
the profession.  
Identity and professional identity have been well researched, yet there is very little 
research that clarifies the influence of professional standards on professional identity 
construction in general, and for career development in particular, limiting the ability to 
understand school career development practitioners’ professional identity understanding. 
Because one country (Australia) has professional standards for career development 
practitioners, and one country (New Zealand) does not, a comparative study between 
Australian and New Zealand school contexts provides an opportunity to better understand 
the under-researched phenomena of school career development practitioner 
understanding of the influence of professional standards on professional identity. In 
addition to filling gaps in the knowledge about professional identity understanding of 
school career development practitioners, the present investigation will add to knowledge 
about characteristics of the professional context of school career development 
practitioners, about their understanding of professionalism in career development practice, 
and their understanding of the relationship between professional standards and 
professionalisation. The next chapter provides a detailed description of the research 
design. 
  




This chapter links the research design with the research questions presented in 
Chapter One. The chapter sections detail the elements informing the research design, 
including the epistemology, theoretical perspective, methodology, and methods, and the 
procedures for conducting the research. The chapter concludes with an outline of 
strategies for ensuring the trustworthiness of this research, and an explanation of ethical 
issues related to the research and how they were addressed. The section following 
justifies the selection of a qualitative research design. 
Research Design: Qualitative Approach 
The selection of a research design is informed by the nature of the research topic 
(Creswell, 2014) and connects the research questions to the data (Punch, 2009). The 
present research required an approach which suited an investigation into phenomena 
about which greater understanding is needed. Qualitative research is designed to 
investigate questions which have not been extensively researched, or which may have 
been examined in other contexts with different populations (Marshall & Rossman, 2011). 
Selection of an exploratory approach within a qualitative research design was suited to 
seeking new insights from the participants in an under-explored area of research, 
specifically the professional identity of school career development practitioners. 
Furthermore, the methodology suited an investigation involving the complex, socially 
constructed and somewhat idiosyncratic nature of professional identity construction. The 
different national contexts in relation to the adoption of professional standards provided an 
opportunity for comparative research. Greater understanding is needed about the 
influence of professional standards on professional identity, or the similarities and 
differences between Australian and New Zealand school career development practitioners’ 
understanding of their professional identity. Qualitative research was also chosen because 
it emphasises a perspective of the world as socially constructed (Denzin & Lincoln, 2013). 
In this research the participants’ perceptions about their professional identity as career 
development practitioners can be viewed as social constructions, and their interactions 
and work contexts contribute to a process of becoming professionals (Scanlon, 2011).  
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The present research focussed on the meanings individuals ascribed to their work 
lives and interactions (Creswell, 2014), in particular within the social contexts of schools. 
Understanding social situations and perspectives, such as the views of career 
development practitioners within school settings, involved discerning the participants’ 
perspectives as insiders directly involved in the context (Lapan, Quartaroli, & Riemer, 
2012). Therefore, a qualitative research design with its careful attention to interpreting 
individuals’ perceptions (Denzin & Lincoln, 2013) was well suited to the purpose of 
addressing the aims of the research. According to Brewer (2003), a focus on social 
meanings does not suit the preference of governments, civil servants, and policy makers 
looking for what they perceive as more reliable numerate data, yet knowledge about 
individual and social meanings contributes to understanding the wider social world. There 
are implications for this research in which school career development practitioners’ 
perceptions are meaningful not only to the particular social world of career development 
practice, but also the wider social world of which they and the students with whom they 
interact are a part. Students’ understanding of how to prepare for the workforce and 
manage their careers is integral to the work of school career development practitioners.  
The achievement of positive social and economic outcomes for citizens through 
effective preparation for and active participation in the workforce is a concern for 
governments, civil servants, and policy makers, and school career development 
practitioners have a role to play in achieving such outcomes (OECD, 2004a). Therefore, 
greater understanding is needed of career development practitioners’ perceptions of 
practice and links between professional identity and professional standards, and any 
patterns that exist in those perceptions, including in the comparison between two countries 
this research investigates. However, the topic of career development practitioners 
understanding of identity in relation to professional standards is under-researched. Greater 
understanding of how career development practitioners construct their professional 
identities has implications for training, qualifications, professional development, and career 
development service delivery in schools. Moreover, better understanding of the 
relationship between professional identity and professional standards can inform the 
governments, civil servants, and policy makers under whose auspices school career 
development services are provided. 
In conclusion, an investigation of the topic of career development practitioners’ 
understanding about their professional identity in relation to professional standards is well 
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suited to the use of qualitative, comparative, exploratory research. In the section following, 
the elements informing the research design are outlined.  
Elements of the Research  
My ontological position as a researcher is informed by a constructivist perspective. 
Ontology encompasses a philosophical view of what constitutes reality and how we can 
understand existence (Crotty, 1998). Constructivism emphasises a process that “views the 
person as an open system, constantly interacting with the environment, seeking stability 
through ongoing change” (McMahon, 2016, p. 4). As reflected in my own story (see 
Chapter One) I understand that identity is influenced by contextual, relational, and 
temporal influences. In the present research my ontological position as the researcher thus 
influenced my perceptions of the participants’ interactions in their school context. To take 
account of my ontological position I followed Guba and Lincoln’s (1982) trustworthiness 
criteria for qualitative researchers (see Trustworthiness section later this chapter) to show I 
had taken appropriate steps to ensure the research data are “meaningful, trackable, 
verifiable, and grounded in the real-life situations from which they were derived” (p. 250). 
Implementing the research design was informed by the four connected elements of 
epistemology, theoretical perspective, methodology, and methods, which inform one 
another to ensure soundness in the research design (Crotty, 1998). The four elements are 
now described, beginning with epistemology. 
Epistemology: Constructivism  
Epistemology is the theory of knowledge that identifies a philosophical view about 
the world and the relationship between the knower and what can be known about the 
world (Creswell, 2014; Crotty, 1998; Punch, 2009). The epistemological approach of 
constructivism, described formerly as naturalistic enquiry (Lincoln & Guba, 1985), informs 
this research. The underlying philosophical assumptions of a constructivist epistemology 
provide a way to understand and explain how we know what we know (Crotty, 1998). 
Constructivist assumptions are that human knowledge, experience, and adaptation are 
characterised by individuals or groups actively participating in mentally constructing the 
world of experience (Mahoney, 1988; Young & Collin, 2004).  
A constructivist approach to research leads to an understanding of the investigator 
and the object of investigation as interactively linked so that the findings are created as the 
investigation is carried out (Guba & Lincoln, 2000). Constructivism claims that thought 
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grows out of physical and social experience, and reality is determined by the knower and 
is therefore more in the mind of the individual who constructs or interprets the reality 
(Jonassen, 1991). In the present research, the participants’ individual perceptions and 
interpretations of their reality provided critical insights into their professional identity 
construction. The emphasis on individuals at the centre of knowing and learning within the 
epistemological position of constructivism (McMahon, 2016) recognises the self as actively 
involved in psychological change (Mahoney, 1988).  
This research seeks understanding of an under-researched phenomenon. An 
approach such as constructivism that supports understanding of the everyday situations of 
practice, which change and develop, is appropriate in qualitative research (Lincoln & 
Guba, 1985), supporting the choice of constructivism as a suitable epistemology in this 
research.  
In conclusion, this section described a constructivist epistemology as the first of four 
elements guiding this research. In the next section, a description and justification of the 
use of the theoretical perspective of social constructivism is provided.  
Theoretical perspective: Social constructivism  
The theoretical perspective of social constructivism chosen for this research is 
informed by the selected epistemology of constructivism. Social constructivism assumes 
that individuals seek understanding of the world in which they live and work, and develop 
subjective meanings of their experience (Creswell, 2014). Social constructivism therefore 
concerns the individual’s unique view of the human world and social life within that world 
(Crotty, 1998), which supports the aim of the present research to investigate the 
similarities and differences between school career development practitioners in Australia 
and New Zealand about their understanding of their professional identity. The construction 
of the social and psychological worlds through individual, cognitive processes allows for 
the meaning making of the participants through social and environmental interactions 
(Young & Collin, 2004). Participants’ subjective experiences determine their perspectives, 
which can be conceptualised within social constructivism as knowledge determined by the 
intersection, for example, of language, politics, values, religious beliefs and ideologies 
(Constantino, 2008). Social constructivism provides a theoretical perspective to view the 
world of school career development practice and understand the detailed insights 
participants shared about their social and psychological worlds, identity, and professional 
identity.  
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In conclusion, this section described the theoretical perspective of social 
constructivism chosen for this research. Furthermore, the philosophical stance of social 
constructivism informs the research methodology for the present study. An explanation of 
the methodological approach of narrative inquiry chosen for this research follows. 
Methodology: Narrative inquiry  
The third element informing the research design, methodology, is the strategy or 
plan of action that shapes the choice and use of particular methods (Crotty, 1998). Within 
the social constructivist theoretical perspective, narrative inquiry was selected as a 
suitable way to emphasise the personal and social aspects of how individuals or groups 
make meaning of their experiences (Arciero & Guidano, 2000). Narrative inquiry is well-
suited to capture the detailed stories or life experiences of the lives of a small number of 
individuals (Pinnegar & Daynes, 2007), and was chosen for this research as the best way 
to investigate the meanings in the stories told by a relatively small number of career 
development practitioners. How stories are told and reported, and what is selected for 
telling and remembering can be framed through narrative inquiry (Bhattacharya, 2017). 
Furthermore, narrative inquiry is suited to a process in which an individual’s narrative 
about the self can provide “coherence and continuity” (Savickas, 2012, p. 14) for their life 
story. Thus, stories provide “instances or reflections of a cultural whole” (Cochran, 1997, p. 
136). Although narrative inquiry does not assume that individuals have “an immaculate 
memory of a past experience” (Reid & West, 2014, p. 416), the relational process of 
narrative enables researchers to find ways to reflect on their own experiences and inquire 
about the participants’ experiences (Clandinin, 2006). 
In this research, the participants’ retelling of their experiences represents more than 
a simple collection of work stories. The stories participants tell about their work 
experiences reveal insights that can be interpreted and then re-presented (Lal, Suto, & 
Ungar, 2012) to shed light on the meanings of those experiences. Narrative enquiry was 
selected to understand the social construction of meaning from the experiences of the 
participants within their practice settings. Narrative inquiry is thus a suitable approach to 
capture the essence of the identity of the participants (Clandinin & Huber, 2005) and to 
understand more about their professional identity and professional practice context. In 
addition, participants and researchers can be seen to exist in a particular time and context, 
bringing their histories and worldviews to the research context (Pinnegar & Daynes, 2007). 
The choice of narrative inquiry, with its sensitivity to the dynamism of changing contexts, 
was therefore suitable for this research.  
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In conclusion, this section described the rationale for narrative inquiry as the 
methodology for the present research. In the next section an explanation is provided of the 
methods for collecting and analysing the research data. 
Methods: Individual interviews 
The fourth element, methods, is related to the techniques or procedures used to 
gather and analyse the data related to the research question (Crotty, 1998). This research 
utilised individual interviews to gather data from the participants, and as they told their 
stories, to maintain focus on both them and their stories (Pinnegar & Daynes, 2007). The 
selection of interviews was well-suited within narrative inquiry to explore participants’ 
individual stories (Saldaña, 2011). Interviews were an appropriate technique to gain 
understanding about participants’ work/life context from their personal insights (Kvale, 
1996), and therefore an approach that suited a constructivist epistemology focussing on 
the participants’ individual perspectives. 
The degree of interview structure required, and the depth of insights sought from 
participants informed the selection of interview type for the present research (Punch, 2009 
In selecting narrative inquiry, and semi-structured interviews in particular, I was mindful of 
the critical role the interviewer played (Gubrium & Holstein, 2012). As a qualified career 
counsellor, my formal training in interview techniques supported the process needed to 
establish “an atmosphere and working relationship of comfort, security, and equity” 
(Saldaña, 2011, p. 39) for the interviews. In addition, my background and experience as a 
school career development practitioner (see My Career Story, Chapter One) enabled me 
to engage with active empathy (Martin, 2016) to communicate understanding of the other 
person’s intended message and to increase confidence that the real story of the participant 
had been captured. Ultimately, individual semi-structured interviews were selected from 
structured, unstructured, and semi-structured interviews to elicit specific details in the 
stories told by individual career development practitioners about their professional identity 
construction. Structured interviews are a standardised form of interview with pre-
established questions that minimise variation and do not seek the depth required in this 
research (Bhattacharya, 2017). Unstructured interviews flow freely and allow for open-
ended, in-depth responses which may not have specifically addressed the present 
research topic (Minichiello, Aroni, & Hays, 2008). In comparison to structured and 
unstructured interviews, individual semi-structured interviews have the advantage of 
proceeding like conversation, yet with a protocol prepared in advance (Kvale, 1996). Thus, 
the flow of the semi-structured interviews in this research was not constrained by a 
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formalised, set structure, and the interview could explore and follow up on key points as 
needed (Bhattacharya, 2017; Polkinghorne, 2005), particularly when relevant to 
understanding or clarifying participants’ perspectives of their professional identity. 
Additionally, individual semi-structured interviews allowed participants to tell their stories in 
their own words and at the same time address the concerns of the research topic, and it 
was possible to adjust the interview schedule with probing questions as needed (Qu & 
Dumay, 2011).  
All of the semi-structured interviews were conducted with all participants online by 
Skype audio in two interview phases. The selection of individual semi-structured interviews 
conducted through Skype for this research provided many advantages and several 
potential disadvantages. Similar to face to face interviews, advantages were that data 
were based on participants’ priorities and their opinions and ideas, depth of information, 
valuable insights and member-checking with participants for accuracy (Denscombe, 2014).  
Furthermore, for Skype audio, advantages were use of simple equipment for audio 
recording and the lack of facial gestures that could potentially reveal emotional responses 
such as surprise or a judgemental stance. Scheduled ahead of time, the interviews were 
relatively easy to arrange for only two people at a time, easy to manage with only one 
person to interview and only one person talking at a time, and flexible and accessible (Qu 
& Dumay, 2011; Saldaña, 2011).  
A potential disadvantage of one to one semi-structured interviews stems from the 
relative ease of managing one person at a time, thereby limiting the range of views and 
opinions available to the researcher within each interview (Denscombe, 2014). This 
potential disadvantage was addressed through conducting two interviews with each 
participant. A second potential disadvantage related to the use of Skype audio, which 
relies on internet access. To address this limitation, I set up and checked my computer 
equipment prior to the confirmed interview time and checked the software and internet 
access were working. In addition, I communicated via email or phone with each participant 
ahead of time to confirm their availability and access to the internet. A third potential 
disadvantage, also related to Skype audio, was the lack of visual cues that are available in 
face to face or video interviews. Following Denscombe (2014), I addressed this limitation 
by adopting the strategies for making face to face interviews as productive as possible in 
terms of the aims of the research. Strategies included paying attention to the participant’s 
responses, being sensitive and expressing empathy, tolerating silences and not rushing 
the participant, using probing questions or prompts where appropriate to help the 
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participant understand or respond to questions, and using checks to ensure understanding 
of the participant’s responses. Furthermore, I adopted as far as possible “a non-
judgemental stance” (p. 192) by avoiding verbal cues that would suggest my personal 
values about the topics discussed, and respected the rights of the participant to share or 
not to share their thoughts.  
A strength of the qualitative semi-structured interview method selected is the 
dynamic, active construction of the meaning of the participants’ experiences through “the 
interaction between the interviewer, participant and the situation itself” (Nicolson, 2008, p. 
133). However, both the researcher and the participants in the present research have the 
same professional background, highlighting an issue of researcher and respondent bias. 
Managing the effects of bias, such as the participants’ reactions to perceived 
characteristics about me as the researcher, is a complex issue and “to suppose that all 
these effects can be identiﬁed, much less controlled, would be unreasonable” (Miyazaki & 
Taylor, 2008). The steps I took to manage this limitation involved attention to the 
trustworthiness of the research (see Trustworthiness section later this chapter), discussion 
with my supervisors before and throughout the interview phases, ongoing reflexivity 
(including a reflexive journal), and awareness of my own and the participants’ subjectivity. 
In addition, conducting a pilot study prior to the Phase One interviews allowed testing of 
the quality of the interview schedule and checking for potential researcher biases (Chenail, 
2011).  
In conclusion, this section has explicated the semi-structured interview method 
employed to collect the data in the present research. In the next section the research 
procedures are described.  
Research Procedures  
The research procedures are the specific activities undertaken to collect, manage, 
and analyse the research data (Punch, 2009). The present research procedures 
comprised three stages, which will be discussed in order: sampling and recruitment of 
participants, data collection, and data analysis. 
Sampling, Recruitment, and Participants  
Because the goal of qualitative research is to enrich understanding of an 
experience, it is necessary to select people who are knowledgeable about the experiences 
investigated by the research as “fertile exemplars” (Polkinghorne, 2005, p. 140). These 
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considerations led to the use of purposive sampling. An advantage of purposive sampling 
is that it is a deliberate choice of people representing the group to be studied (Punch, 
2009). The research aim and questions were therefore important in identifying the targeted 
group and potential interviewees (Vogt et al., 2012). For example, participants were 
chosen because they are career development practitioners in Australian or New Zealand 
schools, and this sampling was consistent with the comparative design of this research. A 
limitation of purposive sampling is that it is a subjective selection mechanism and is 
therefore most appropriate for a relatively small sample (Battaglia, 2008), such as in the 
present research. Participants were recruited through professional career development 
associations, and snowball sampling was also employed whereby participants contacted 
other career development practitioner colleagues to encourage them to participate in the 
research. Snowball sampling was an advantage in this research as a practical alternative 
when finding a reasonable number of participants in a relatively short time frame became a 
challenge because initial respondent numbers were low. However, there is risk of bias in 
snowball sampling if the initial sample is not reasonably diverse (Morgan, 2008). The initial 
phase of purposive sampling in the present research mitigated potential bias from subsets 
in the snowball sampling.  
Adequacy of sample size in qualitative research is relative, and a matter of 
discerning numbers according to the purpose and to ensure quality of data (Punch, 2009). 
A relatively small sample size of approximately 10 may be considered adequate for some 
types of purposive sampling (Sandelowski, 1995), such as in this research, which 
describes a homogenous group of 21 career development practitioners. For the present 
research, a balance was sought of participant numbers in each of the country samples in 
Australia and New Zealand. In consultation with my supervisors and in relation to my 
investment of time, money, and access to participants the sample size was deemed 
sufficient for the purpose of understanding the perspectives of the participants about their 
professional identities (Punch, 2009). In addition, to address potential limitations of the 
sample size (see Chapter Seven) I had ongoing discussions with my supervisors and 
ensured the confidentiality and anonymity of the participants. 
Recruitment involved identifying participants who were members of professional 
career development associations, which represented similar constituencies of school 
career development practitioners, consistent with the research aim and questions. In the 
Australian context, the relevant professional association was a member association of the 
Career Industry Council of Australia (CICA), which implemented in 2006 the Professional 
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Standards for Australian Career Development Practitioners that specify entry level 
qualifications for levels of membership to professional career development associations. In 
the New Zealand context, the relevant professional association was not a member 
association of CICA. The Australian and New Zealand professional associations were 
gatekeepers for their members. Subsequent to ethical clearance from The University of 
Queensland School of Education Ethics Committee (see appendix 1), both professional 
associations were emailed the relevant Request to Invite Members (see appendix 2) to 
participate, a Letter of Invitation (see appendix 3) to participate in research, and a 
Participant Information Sheet (see appendix 4). Gatekeeper professional associations 
gave consent by return email, and then sent the letter of invitation and the participant 
information sheet to their members. The letter of invitation identified the two individual 
interviews. Association members advised me by email their interest in participating and 
were subsequently sent by email a Participant Consent form (see appendix 5) to complete 
and return before commencing the interviews. I contacted by email the participants in each 
country who consented to participate, to schedule individual interview times.  
The total number of participants recruited for this research was 21; nine school 
career development practitioners from Australia and twelve from New Zealand. All 
participants completed the two phases of interviews. Each participant chose a pseudonym. 
Demographic information was collected from the participants to describe the research 
sample and the time lapse (in months) between the two phases of interviews was recorded 
for each participant (see Tables 3.1 and 3.2). The majority of participants in each sample 
were over 50 years of age. In both samples the age range of participants was between 51 
and 55 years of age. In the Australian sample the ratio of males to females was 1:8 and 
the New Zealand sample was 1:11. Entry to a professional career development 
association relative to the 2006 date of the introduction of Australian Professional 
Standards showed three (33.33%) Australian participants had joined before 2006 and six 
(66.67%) after, and in the New Zealand sample six (50%) joined before 2006 and six 
(50%) after 2006. In the Australian sample the majority of participants had between four to 
nine years of experience as a school career development practitioner and in the New 
Zealand sample the majority of participants had 10 years or more of experience as a 
school career development practitioner.  
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Table 3.1. Demographics: Australian Sample 





























F Post-2006 Grad Cert Degree, Dip T 8-9 13 
Elizabeth 41-
45 
F Post-2006 Grad Cert Degree 4-5 11 
Lucky 51-
55 
F Pre-2006 Grad Cert Degree 10+ 3 
Sophie 51-
55 
F Post-2006 Grad Cert Degree, Cert 





F Post-2006 None Degree 4-5 6 
Tom  51-
55 
M Post-2006 Grad Cert Degree, Dip T 6-7 1 
Georgie 51-
55 
F Post-2006 Grad Cert None 10+ 3 
Note. In Other Qualifications: Grad Dip Ed=Graduate Diploma of Education, Dip Ed=Diploma of Education, 
Dip T=Diploma of Teaching, Cert 4 TAE=Certificate 4 Training and Assessment, Cert 4 TESOL=Certificate 4 
Teachers of English to Speakers of Other Languages; CDP= career development practitioner 
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Table 3.2.  Demographics: New Zealand Sample 
















































F Post-2006 Grad Cert Degree 10+ 8 
Lily 51-
55 









Alice 56+ F Post-2006 None Degree Dip 
Tchg 
10+ 1 
Winston 56+ M Pre-2006 Dip TTC (Cert) 10+ 2 
Anna 56+ F Pre-2006 None Degree, Dip 
Tchg 
10+ 1 
Note. In Other Qualifications: NZRN=New Zealand Registered Nurse, DipHSc=Diploma of Home Science, 
DipTchg=Diploma of Teaching, BEd= Bachelor of Education, Cert Maori=Certificate in Maori, Post Grad Dip 




Ethical clearance (see appendix 1) was obtained prior to the commencement of the 
research interviews. My overarching research question was supported by two supporting 
research questions. The research comprised two interview phases, Phase One and Phase 
Two. The Phase One interview focussed on the first supporting research question (see 
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Chapter One) and included three pilot interviews. I used the information from the Phase 
One interview to help develop the interview schedule for the Phase Two interview, which 
focussed on the second supporting research question (see Chapter One). The Phase One 
and Phase Two interviews took place between January 2014 and October 2015. Each 
phase involved data collection through individual semi-structured interviews, followed by 
analysis of the individual transcripts using thematic networks as an analytic tool (Attride-
Stirling, 2001). When the number of transcriptions became unwieldy to manage personally, 
I consulted with my supervisors, and engaged a professional transcription service, which 
was bound by a confidentiality agreement, to ensure timely completion of the transcripts of 
the recorded interviews. Each interview phase will now be described. 
Phase One Interview. Phase One incorporated a pilot study (van Teijlingen & 
Hundley, 2001) to increase my confidence and the likelihood of success in the remainder 
of the interviews and uncover any issues that could affect the research. Findings from the 
pilot study provided a framework to review and interpret the data prior to the subsequent 
interviews (Fontana & Frey, 2005). 
The pilot study in this research comprised individual semi-structured interviews 
conducted by Skype audio with three Australian participants. The interviews followed an 
interview guide (see appendix 6), which was read aloud at the start of each Phase One 
interview, to provide background for the first interview phase. The guide contained an 
introduction that explained the purpose of the interview, the relationship of the questions to 
the research, the likelihood of follow up questions within the interview, the approximate 
length of one hour for the interview, the procedures for recording, transcribing, and 
member checking the interview/transcript, and an invitation to select a pseudonym for 
anonymity. The beginning interview questions sought demographic information, and the 
remaining questions focused on the professional school context and participants’ 
perspectives about their professional identity.  
Feedback from supervisors was sought to develop the interview schedule and as 
the interviews proceeded, to check the relevance and appropriateness of the questions. 
Discussions with my supervisors prompted careful reflection about my interview 
techniques and included detailed reviews after each of the three pilot interviews. The pilot 
study showed that the participants understood the questions, and the interview schedule 
required only minor adjustments in the order of the questions to improve the flow of the 
interview. Use of Skype audio was similar to a telephone interview and enabled 
participation from a distance. The interviews averaged one hour in duration and were 
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recorded using Pretty May recording software (Pretty May, 2006-2010, Version 4.0.0.226), 
then transcribed and de-identified. The transcripts were sent as attachments to both 
supervisors for reading as part of the process of ensuring consistency and reliability 
throughout the study, then sent to participants for member checking. Member checking 
allowed participants to check that the transcription was an accurate account of the 
interview and that their anonymity had been protected (Punch, 2009). One participant 
requested further de-identifying of information that may have identified her school. The 
adjustment was made, and further member checking by that participant confirmed the 
change was acceptable. The procedures for Phase One followed the procedures used in 
the pilot study, and the pilot study data were subsequently included in Phase One.  
Phase Two Interview.  Phase Two investigated a range of themes generated from 
the first phase and explored those in more depth. The interview guide for the second 
interview phase (see appendix 7) reviewed the first interview and introduced the second 
phase, including an explanation that the focus of the questions was on three areas derived 
from themes noted in Phase One: a profession, professionalism, and professionalisation. 
Participants were invited to comment on the themes and any aspect they wanted to clarify 
from their Phase One interview. Participants had no specific issues with the first phase 
although one participant noted that the themes were broader topics than she had 
anticipated and sought reassurance that the second phase interview would be similar in 
length to Phase One. The procedures, including the process for transcription and member-
checking for Phase Two followed the procedures used in Phase One. Similar to Phase 
One, the Phase Two interviews averaged one hour in duration and were conducted after 
the Phase One interviews and data analysis were completed.  
Data Analysis: Thematic Networks Analysis  
Data analysis is the process of evaluating data to understand what it means, 
interpret it, and draw conclusions (Creswell, 2009). There is no single or correct way to 
analyse and present qualitative data; rather, the analysis should be about fitness for 
purpose (Cohen, Manion, & Morrison, 2007). The personal dimension that both enriches 
and informs qualitative research (Gough, 2003) involves ongoing professional reflexivity by 
the researcher, including articulating and reflecting on the steps involved in data analysis 
in the research. 
Use of thematic networks is particularly suited to data analysis in this research 
because narrative inquiry inherently reveals themes in the stories told by individuals, and 
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thematic networks analysis facilitates a systematic process to explore those themes 
(Attride-Stirling, 2001). In addition, thematic networks analysis of narrative data in the 
present research was seen to provide an understanding of the social context and 
psychological meaning making of individuals simultaneously (Hammack, 2011).  
I used thematic networks in this research to organise the qualitative data in a 
systematic way. Guided by Attride-Stirling’s (2001) procedures I engaged with the data 
analysis with an open mind to look for themes emerging from the data. Thematic networks 
analysis highlighted layers of themes in the text. The a priori categories of the literature 
review provided a framework to categorise and explicate understanding of participant 
feedback. I was also sensitive to the possibility of other themes to emerge. 
To describe the process of data analysis accurately, many of the terms used by 
Attride-Stirling are used. The systematic and iterative steps in thematic networks analysis 
were employed with Phase One and subsequently also used in Phase Two. The analysis 
proceeded through three stages: Stage A. Reduction or breakdown of text; Stage B. 
Exploration of text; and Stage C. Integration of exploration. In the following section, Stage 
A and Stage B are described in detail using Phase One as an exemplar of the thematic 
networks analysis. A summary of the steps used in Phase Two follows the Phase One 
exemplar. Stage C comprises both the Phase One and Phase Two analyses. 
Thematic networks analysis Stage A: Reduction or breakdown of text. The first 
stage in this thematic networks analysis involved reducing the large quantities of text into 
manageable segments of data in three steps, which are now described.  
Step 1. Code material. To generate codes from the data, margin coding was used, 
and notes were recorded of ideas and issues which emerged during the reading of the 
data, particularly recurring issues about the professional context. The coding framework 
was used to dissect the text. Because the coding process was iterative it was important to 
think of the codes as dynamic and yielding an insight to the data rather than as merely 
descriptive, unchanging labels (Schwandt, 2007). It was necessary to check that the codes 
were not simply repetitions of the same idea using different words, which involved ongoing 
consultation with my supervisors and working back and forth between the text segments 
and the codes to refine the meanings (Schwandt, 2007). The coding framework therefore 
evolved over time during the data analysis, and occurred over several iterations and 
refinements, including supervisor feedback to ensure the coding framework accurately 
reflected the data.  
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Re-reading the text segments within the context of the coding framework allowed 
identification of the underlying patterns, which led to the identification of 17 codes (see 
Table 3.3) refined from 32 initial codes. For ease of margin coding, the 17 codes were 
assigned abbreviations, specifically: Awareness of Professional Standards (APS), 
Belonging (B), Challenges (C), Continued Learning (CL), Enablers (E), Initiating 
Professional Identity (IPI), Impact of Professional Standards (IPS), Managing Interactions 
(MI), Learning Priorities (LP), Multiple Roles (MR), Previous Employment (PE), 
Qualifications (Q), Role Comparisons (RC), School Comparisons (SC), Sharing (S), 
Transitions (T), and Understanding Professional Identity (UPI). In this step of coding the 
transcripts, colours and symbols, such as two vertical orange lines for Belonging (B) and 
two horizontal orange lines for Sharing (S), were used on the written transcripts to highlight 
and differentiate the dissected segments. Once the text was coded, the next step was to 
identify the themes, and this will now be described. 
Step 2. Identify Themes. Theme identification involves relating the research 
questions to the important issues emerging in the data (Braun & Clarke, 2006). This step 
involved re-reading the text segments within the context of the codes assigned. Further 
reflection on the text segments assisted in devising categories to organise the codes into 
groups. Identifying the issues discussed in the coded segments informed the grouping of 
codes. These groups of codes represented underlying patterns that recurred across the 
interviews and informed the selection of themes.  
To refine the themes, issues discussed in the coded segments of the transcripts 
were noted and checked to ensure that the themes were specific, not repetitive, and with 
sufficient breadth to encompass ideas across different text segments (Attride-Stirling, 
2001). The 17 codes in Phase One were then reduced to nine categories, which were 
named as Basic Themes representing the categories devised from the related groups of 
codes: entry into the profession;  professional relationships; complexity of school systems; 
professional association membership; impact of professional development, qualifications, 
and training; professional identity construction; impact of multiple roles; understanding of 
professional standards; and impact of professional standards across contexts. The steps 
in identifying, abstracting, and refining the basic themes are made explicit in Table 3.3.  
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Table 3.3. From Codes to Basic Themes in Phase One 
Codes (Step 1) Issues discussed Basic Themes identified (Step 2) 




1.  Entry into the profession 
Transitions (T) • motivations 






2.  Professional relationships 





3.  Complexity of school systems 
Enablers (E) • feelings 
School Comparisons (SC) • insights 
Belonging (B) • networking 
• professional  
4. Professional association 
membership 
Sharing (S) • collegial 
• knowledge 
Continued Learning (CL) • negotiated 
• conditional 
5.  Impact of professional 
development, qualifications, 
and training 
Learning Priorities (LP) • motivation 
Qualifications (Q) • essential 
• empowering 




6.  Professional identity 
construction 
Understanding Professional Identity 
(UPI) 
• individual 
Multiple Roles (MR) • uncertain 
• selective 
7.  Impact of multiple roles 




• in context 
8.  Understanding of professional 
standards 





9.  Impact of professional 
standards across contexts 
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An explanation follows of the next step to construct thematic networks.  
Step 3. Construct thematic networks. Construction of the thematic networks 
involved four steps: 1. Rearrange Basic Themes into Organising Themes, 2. Deduce 
Global Theme(s), 3. Illustrate as thematic network(s), and 4. Verify and refine the 
network(s). The four steps are now described. 
In the first step to construct thematic networks, the Basic Themes provided the 
beginning point for the thematic networks. Basic Themes were arranged into meaningful 
groups representing related themes, as follows: Basic Themes 1, 2, and 3 concerned the 
professional career development role in the school context; Basic Themes 4 and 5 
concerned professional expertise; Basic Themes 6 and 7 concerned professional identity; 
and Basic Themes 8 and 9 concerned systems and procedures for a profession (see 
Table 3.4). The groups of Basic Themes involved larger, shared issues, which were 
identified, organised, and grouped into clusters and named as Organising Themes as 
follows: Professional role, Professional expertise, Professional identity, and Professional 
standards. The shared issues underlying Professional role relate to how career 
development practitioners enter and navigate the complexities of their roles. Professional 
expertise relates to practitioner qualifications, training, and professional development. 
Professional identity relates to the influences on practitioner professional identity 
construction, and Professional standards relates to the understanding and implementation 
of professional standards. 
Table 3.4. From Basic Themes to Organising Themes in Phase One 
Basic Themes Organising Themes 
1. Entry into the profession 
2. Professional relationships 
3. Complexity of school systems  
Professional role 
4. Professional association membership 
5. Impact of professional development, qualifications, and 
training 
Professional expertise 
6. Professional identity construction 
7. Impact of multiple roles 
Professional identity 
8. Understanding of professional standards 
9. Professional standards across contexts 
Professional standards 
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In the second step to construct thematic networks, the relationship between the 
Organising Themes and the principal themes is made clear. The principal themes, named 
Global Theme/s, encapsulate the main points in the data and are central to the 
construction of thematic networks (Attride-Stirling, 2001). The cluster of Basic Themes 
were summarised into Organising Themes, and the Organising Themes informed the 
Global Theme/s. In Phase One, two Global Themes were formed from four Organising 
Themes. The procedure to move from Basic to Organising to Global themes was repeated, 
creating two distinct Global Themes Professional Context, and Professionalism in Phase 
One, based on content and theoretical grounds. The Global Themes provided the focus for 
the development of the thematic networks. The Global Theme in the first thematic network, 
Professional Context encapsulated the Basic Themes about the professional school career 
development context and was supported by the two Organising Themes Professional role 
and Professional expertise. The Global Theme Professionalism in the second thematic 
network encapsulated the Basic Themes about school career development practitioner 
professional identity and the influence of professional standards on individuals and the 
profession and was supported by the two Organising Themes Professional identity, and 
Professional standards.  
The relationship between Organising Themes and Global Themes is made explicit 
in Table 3.5. 
Table 3.5.  From Organising to Global Themes in Phase One  








Following the data analysis from Basic to Organising to Global Themes, the third 
step was to construct thematic networks to illustrate the relationship between the Global, 
Organising, and Basic Themes. The two Global Themes Professional Context and 
Professionalism are illustrated within two distinct thematic networks in Figures 3.1 and 3.2. 
The first thematic network based on the Global Theme Professional Context (see Figure 
3.1) comprises two Organising Themes and five Basic Themes.  
 
  73 
 
Figure 3.1. Thematic Network for Professional Context 
The second thematic network based on the Global Theme Professionalism (see 










Figure 3.2. Thematic Network for Professionalism 
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The fourth step in constructing the thematic network was to verify and refine the 
networks. This involved re-reading the segments of text and checking that all themes in 
the network reflected the data and that the data supported the themes and making 
adjustments as required. This concludes the explanation of steps in Stage A, Reduction or 
Breakdown of Text. The steps in Stage B of the thematic networks analysis, Exploration of 
Text, will now be explained. 
Thematic networks analysis Stage B: Exploration of text. This stage involved 
two steps, Step 4 and Step 5, which will now be described to show a further level of 
abstraction in which the thematic networks were used to interpret the text (Attride-Stirling, 
2001). The steps taken to identify the thematic networks were identical in Phase One and 
Phase Two.  
Step 4. Describe and explore the thematic networks. First, the Phase One 
thematic network Professional Context will be explored to explicate the process in Steps 4 
and 5, followed by the second thematic network Professionalism. The description and 
exploration of the thematic networks began the second stage of the analysis of the texts. 
The first thematic network, based on the Global Theme Professional Context, comprises 
the two Organising Themes Professional role and Professional expertise, and five Basic 
Themes; entry into the profession, professional relationships, complexity of school 
systems, impact of professional networks, and impact of professional development, 
qualifications, and training. Exploration of the first thematic network highlighted 
fundamental tensions, identified in the Basic Themes, between the perspectives of the 
participants about their professional role and expertise and how they perceived others 
conceptualised their role and expertise.  
The steps in the second stage of analysis in the second Phase One thematic 
network Professionalism followed procedures for the first thematic network. The second 
thematic network is based on the Global Theme Professionalism and comprises the two 
Organising Themes Professional identity and Professional standards, and the four Basic 
Themes; professional identity construction, impact of multiple roles, understanding of 
professional standards, and impact of professional standards across contexts. This 
thematic network represents how career development practitioners construct a 
professional identity, and how multiple roles impact on their professional identity 
construction. Exploration of this network highlighted variable understandings of standards, 
and of the notion of identity. In addition, the themes identified fundamental differences 
between the country contexts of Australia and New Zealand in relation to professional 
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standards because Australia has professional standards for its career development 
industry and New Zealand does not. The next step to summarise the Phase One thematic 
networks will now be described. 
Step 5. Summarise the thematic networks. The Basic and Organising themes, 
and patterns in the first thematic network, Professional Context, highlighted characteristics 
of the career development practitioner professional context. The professional context was 
depicted as being the site of practice, collegiality, knowledge, support, and learning. In 
addition, the professional context was perceived as a site of challenge in relation to 
participants seeking support and recognition as career development professionals. The 
Basic and Organising themes highlighted that although career development practitioners 
enter the role through a range of pathways, they deliver career services to similar client 
groups of school students within contexts which require attention to how they manage the 
range of associated professional relationships. Membership and participation in 
professional career development associations and relevant professional learning were 
highlighted as central in the conceptualisation of the professional expertise of the career 
development practitioner. 
The Basic and Organising themes, and patterns in the second Phase One thematic 
network Professionalism, highlighted complexity in the relationship between professional 
identity construction and professional standards. Professional identity construction was 
conceptualised as a process occurring over time and as subject to change, and 
professional standards were viewed as an influence on the professional identity of a 
profession. In addition, professional identity construction was depicted as personally 
experienced yet inextricably connected to others and to contexts. The Basic and 
Organising Themes highlighted that multiple roles intensified the complexity and dynamic 
nature of professional identity construction, and that professional standards influenced 
career development practitioners’ perceptions of professionalism. This concludes the 
explication of the steps in Stage A and Stage B using Phase One as the exemplar. 
Following is a summary of the data analysis used in Phase Two, which followed that of 
Phase One. 
In the first step of thematic networks analysis in Phase Two, seven codes were 
refined from initial coding of 18 codes, and given abbreviations as follows: Change Factors 
(CF), Ethics & Standards (ES), Formal Networks (FN) Individual Practice (IP), Informal 
Networks (IN), Professional Learning and Development (PLD), and Recognition (R). 
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Following the Phase One procedure, colour coding was used on the written transcripts to 
highlight and distinguish the dissected segments of text.  
In the second step, the seven codes in Phase Two were reduced to four Basic 
Themes which represented the categories devised from the related groups of codes: 
professional standards, professional networks, professional competencies, and managing 
change. The steps in identifying, abstracting, and refining the themes are made explicit in 
Table 3.6. 
Table 3.6. From Codes to Basic Themes in Phase Two 
Codes (Step 1) Issues discussed Basic Themes identified (Step 2) 







1. Professional standards 
Professional Learning and 
Development (PLD) 
 knowledge 
• continued learning  
• specialised 




Informal Networks (IN)  localised 
 advocacy 
 leadership 
2. Professional associations 
Formal networks (FN)  membership 
 oversight 
 PD provision 
Individual Practice (IP) 
 
• core competencies 
• client focus  
• professional 
attributes 
• service delivery  
• variable 
3. Professional competencies  
Change Factors (CF)  economy  
 policy initiatives 
 professional 
organisations 
 school management 
 standards 
 technology 
4. Managing change 
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In the third step of thematic networks analysis in Phase Two, the Basic Themes 
were rearranged into Organising Themes, and a Global Theme was deduced. Similar to 
the procedures for Phase One, the naming of the Phase Two Global Theme was informed 
by the a priori categories of the literature review. The Basic, Organising, and Global 
Themes were then illustrated as a thematic network, and the thematic network was refined 
and verified. The previously identified Basic Themes were arranged into groupings of 
similar themes following the Phase One procedures, which were identified as pairs of 
themes as follows: Basic Themes 1 and 2 together, and Basic Themes 3 and 4 together. 
The two Basic Themes, professional standards, and professional associations identify the 
key elements of a profession and comprise the Organising Theme Components of a 
profession. The two Basic Themes, practitioner competencies, and managing change 
identify characteristics related to career development practitioners and comprise the 
Organising Theme Career development practitioner (see Table 3.7).  
Table 3.7.  From Basic Themes to Organising Themes in Phase Two 
Basic Themes Organising Themes 
1. Professional standards  
2. Professional associations 
Components of a profession 
3. Professional competencies 
4. Managing change Career development practitioner 
 
In Phase Two, a distinct metaphor related to the professionalisation of the 
profession of career development arose, which led to grouping the themes within one 
Global Theme. The Global Theme Professionalisation, which encompasses the themes in 
the network, was identified based on the content of the two Organising Themes 
Components of a profession and Career development practitioner (see Table 3.8).  
Table 3.8. From Organising to Global Theme in Phase Two 
Organising Themes Global Theme 
Components of a profession 
Career development practitioner 
Professionalisation 
Following deduction of the Global Theme Professionalisation, the themes were 
illustrated within a thematic network based on the Global Theme (see Figure 3.3) and 
comprising two Organising Themes and four Basic Themes. 
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Figure 3.3. Thematic Network for Professionalisation 
The fourth step was the second stage of analysis of the texts and involved the 
description and exploration of the second thematic network. This thematic network 
represents an exploration of the participants’ perspectives about what constitutes a 
profession, and how they conceptualised themselves within their professional career 
development practice. The Organising Themes highlighted the integral relationship 
between practitioner competencies and conceptualisations of a profession. 
The fifth step was to summarise the Phase Two thematic networks. The Basic and 
Organising themes, and patterns which emerged characterised a contrast between the 
career development industry in Australia, which has implemented Professional Standards, 
and New Zealand, which has not. The Basic and Organising themes highlighted that the 
development and implementation of a competency framework within the Professional 
Standards in Australia was making a difference to how the Australian participants viewed 
being a professional. For example, since the introduction of Professional Standards, 
Australian participants connected professional standards with a code of ethics, the need to 
undertake ongoing professional development, and understood the role of professional 
associations. The Phase Two thematic network therefore gave rise to consideration about 
where there are professional standards, for example in Australia, participants have a 
greater sense of their professional identity than in contexts where there are no 
professional standards. This concludes the explanation of steps in Stage B. Exploration of 
Text. The steps in Stage C of the thematic networks analysis, Integration of Exploration will 
now be explained. 
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Thematic networks analysis Stage C: Integration of exploration. The third stage 
of analysis involved bringing together the key conceptual findings in the summaries of the 
thematic networks in Phase One and Phase Two.  
Step 6. Interpret patterns. The aim in this step was to relate the supporting 
research questions to the Global Themes identified in the thematic networks analysis. This 
aim was addressed by relating the first supporting research question “What are the 
characteristics of the professional context of school career development practitioners in 
Australia and New Zealand?” to the Global Theme Professional Context, and the second 
supporting research question, “How do Australian and New Zealand school career 
development practitioners understand the relationship between professional standards, 
professional identity, professionalism, and professionalisation?” related to the Global 
Themes Professionalism and Professionalisation. The findings were drawn from the 
patterns identified in the exploration of the texts and are presented in chapters four and 
five. An interpretation of the patterns is discussed in detail in chapter six. 
This concludes explication of the third stage of the thematic networks analysis, 
Integration of Exploration. Preceding sections have explicated steps involved in the 
research procedure in collecting, managing, and analysing the present research data. The 
next section describes the steps taken to ensure the trustworthiness of the research data. 
Trustworthiness 
Trustworthiness in research is related to the rigour of the research and ensuring the 
quality of the data (Lincoln & Guba, 1985). To establish trustworthiness within the 
framework of the present qualitative research, the relationships between the researcher 
and the participants are recognised and valued (Lincoln, 1995). Constructivist research 
applies trustworthiness criteria of credibility, transferability, dependability and confirmability 
(Denzin & Lincoln, 2008), each of which will now be explained in relation to the present 
research. 
Credibility is related to “achieving intimate familiarity with the setting or topic” 
(Charmaz, 2008, p. 230) and providing assurances that what is represented by the 
researcher is truthful. Techniques to ensure credibility included sending the transcripts by 
email to my supervisors for feedback and discussion with me. Participants were sent the 
transcripts by email in a process of member checking (Creswell & Miller, 2000) to ensure 
they were satisfied with how the interview data had been represented. 
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Transferability is concerned with whether the results of the research can be 
transferred to other contexts and situations beyond the scope of the research context 
(Jensen, 2008). This involves readers making connections between elements of the 
present research and their own experience, and according to Jensen two key 
considerations are a) how closely the participants are linked to the context being studied, 
and b) the contextual boundaries of the findings. Following Jensen, techniques used to 
increase the transferability of this study were to provide a full explanation and justification 
of the research design, and to include in the write-up of the findings sufficient information 
about the context of career development in school settings to show that the participants 
are closely linked to the context. The second technique used was purposive sampling, 
through the selection of career development practitioners as participants because they 
were representative of the group being studied, and an appropriate sample in relation to 
the research questions. Furthermore, close linking of the research questions in the 
discussion of the findings provided a comprehensive account of the participants’ context 
within schools, thereby increasing the transferability of the research findings. 
Dependability is whether the research design is reliable over time (Miles & 
Huberman, 1994). Qualitative research recognises that the research context is evolving, 
and a research infrastructure is needed to support a repetition or replication of the study 
that will have similar results (Jensen, 2008). Techniques used in this research to ensure 
dependability included keeping track of alterations such as minor refinements in the order 
of the interview questions as a result of the pilot study, use of auditing through writing 
transparently (Saldaña, 2011), and regular consultations and checks by my supervisors to 
ensure research procedures were consistent. 
Confirmability is the degree to which the results of the study are based on the 
research purpose and not altered due to researcher bias (Jensen, 2008). Techniques to 
manage bias in this study included: to be self-aware of values and assumptions, to look for 
contradictory data, and to be open to alternative interpretations of the data (Ogden, 2008). 
To make this research as transparent as possible (Jensen, 2008), I engaged in ongoing 
professional reflexivity, which included exploring the dynamics of the researcher-
participant relationship, and examining my own “personal, possibly unconscious, 
reactions” (Finlay, 2003, p. 17). I acknowledge my own subjectivity within the research 
process. My reflexive activities included keeping a reflexive journal and engaging in 
ongoing discussions with my supervisors. In accord with Etherington’s assertion that as a 
researcher I need to be transparent so that the participants who are sharing their stories 
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can inform themselves about my part in the telling and re-telling of these stories 
(Etherington, 2004), I declared my own professional background as a career development 
practitioner who has worked in schools in New Zealand. I communicated this to the 
participants in the introductory conversation in the Phase One interviews. Further 
examples of strategies for ensuring transparency in this research included clearly 
describing how data were collected and analysed, and an audit trail through a journal kept 
throughout the research process showing how conclusions were reached (Punch, 2009), 
sharing the coding process and samples with my supervisors, and verification of the 
research process and consistency in interpretations of the data through my supervisors as 
reviewers. Assertions and findings were supported by ongoing consultation with my 
supervisors throughout the process, and by use of direct quotations from participants as 
illustrative examples and credible testimony of what occurred in the field (Saldaña, 2011). 
In the next section, ethical considerations are discussed. 
Ethical Issues 
Research involving the participation of human subjects requires attention to the 
potential effects on participants. In the process of data collection issues arise around 
informed consent and preserving confidentiality or anonymity during analysis and 
dissemination of the findings (Elliott, 2006). Because narrative inquiry is inherently a 
relational endeavour, every aspect of the research process requires ethical consideration 
(Josselson, 2007). 
In the present research, the data required to study experience was from the 
personal lives of participants. Therefore, sensitivity and empathy were needed to ensure 
that the primary concern in the production of data was the welfare of the participants 
(Polkinghorne, 2005). These principles informed the ethical consideration for this research. 
The steps I took to act in an ethical manner towards participants included: to respect their 
confidences, communicate to them the aims of the research, protect their anonymity 
including through data being stored de-identified, safeguard their rights, interests and 
sensitivities; anticipate consequences of publication, to share the results of the research 
with them, and to remain sensitive to the diversity of their values and interests (May, 
1980). I took into account the requirements of the law in each country setting and of the 
obligation of teachers in New Zealand to honour the Treaty of Waitangi, by paying 
particular attention to the rights and aspirations of Māori as tangata whenua, the 
indigenous people of the land (Education Council New Zealand, 2017). Ethical clearance 
for the research was obtained from The University of Queensland School of Education 
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Ethics Committee and all guidelines were met for the ethical review of research involving 
humans as set out by The National Health and Medical Research Council (NHMRC, 
2015). Techniques for attending to the ethical treatment of the data and the participants 
and establishing informed consent in this study included working through the development 
of a Participant Information Sheet (see appendix 4) and Participant Consent Form (see 
appendix 5) which included an explanation of the voluntary nature of their participation, 
withdrawal at any time without penalty, the purpose of the research, and how the research 
would proceed (Flick, 2007).  
Chapter Summary  
This chapter has explicated the features of this qualitative research and presented 
justification for the research design. The present research employed a qualitative research 
design where Phase One consisted of semi-structured individual interviews, the findings of 
which influenced interview questions for the qualitative Phase Two semi-structured 
individual interviews. Participants were located by purposive sampling, followed by 
snowball-sampling, and the interview material was coded and analysed within thematic 
networks analysis. Chapter Four presents the findings of Phase One, and Chapter Five 
presents the findings of Phase Two. A discussion of findings is presented in Chapter Six 
and a thesis conclusion is provided in Chapter Seven. In the next chapter the findings from 
Phase One will be presented. 
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Chapter Four 
 
Findings: Phase One 
Chapter Four presents findings from the Phase One interviews with Australian and 
New Zealand school career development practitioners. Chapter Five will present findings 
for the Phase Two interviews. The goal of the Phase One interviews was to address the 
first supporting research question about participants’ professional school context and their 
perspectives about their professional identity. The chapter utilises narrative methodology 
to distil the different perspectives from the 21 participants, and participant quotations are 
included to illustrate findings. Findings from the interviews are presented in the following 
structure: the chapter is in two sections according to the two Global Themes articulated in 
the thematic network data analysis (see Figures 3.1 and 3.2). Section One presents the 
Global Theme Professional Context and findings from the two Organising Themes within it: 
Professional role, and Professional expertise. Section Two presents the Global Theme 
Professionalism and findings from the two Organising Themes within it: Professional 
identity, and Professional standards. For ease of identification, participant pseudonyms are 
italicised, and the abbreviations Aus for Australia and NZ for New Zealand identify the 
participant’s country.  
Section One: Professional Context 
The Global Theme Professional Context highlights how participants characterised 
the school career development practitioner role and their entry into it. The Organising 
Theme Professional role is presented first, followed by Professional expertise.  
Professional Role  
The Organising Theme Professional role aggregated findings about participants’ 
school career development practitioner roles that emerged from three Basic Themes 
identified in the data analysis: entry into the profession, professional relationships, and 
complexity of school systems. Each Basic Theme will now be presented, beginning with 
entry into the profession. 
Entry into the profession. Prior to becoming school career development 
practitioners, participants in both samples had diverse professional backgrounds and 
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experiences that were not a limiting factor for entry to the career development profession 
or the school career development practitioner role. One participant from the Australian 
sample entered the school career development role without a qualification. Prior to working 
in a school setting, six of the seven participants who did not have a teaching qualification 
had completed other degrees. At the time of interview for the present research, all 
participants had degree level or higher qualifications, including career development 
qualifications (see Table 4.1). Two participants held additional lower level qualifications 
other than career development. 
Table 4.1. Participant Qualifications 
Qualification Type Participant numbers 
 Aus (9) NZ (12) 
Career development 8 9 
Teaching 4 10 
Other degree 8 12 
Other sub-degree 1 1 
 
The participants’ professional backgrounds included: accounting (one NZ 
participant), administration work (one Aus; two NZ), adult education (two Aus; one NZ), 
banking (one NZ), community career counselling (one Aus), community youth programmes 
(two Aus), human resource management (one Aus), industry sector advice (one Aus), 
nursing (one NZ), social work (one NZ), sport and recreation (one NZ), State and local 
government jobs (two Aus), teaching (four Aus; ten NZ), tertiary recruitment (two NZ), and 
design (one Aus). Participants thus came to the practitioner role from varied and often 
unrelated backgrounds. Some had experienced several career transitions before entering 
the school career development practitioner role, and a related background was not 
required. Furthermore, school employing authorities had autonomy in recruitment 
decisions for the career development role. 
A total of 15 of the 21 participants with a range of teaching and non-teaching 
backgrounds entered the school career development practitioner role without a career 
development qualification. For example, Lucky (Aus), who had a non-teaching 
background, had transitioned through different roles including employment in a social-work 
related government job and work in a youth organisation prior to deciding to apply for a 
school career development practitioner position. Her point of entry to career development 
was through a school which employed her directly from a school youth programme she 
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was running, and she subsequently completed a career development qualification. 
Similarly, Susan (NZ) undertook a career development qualification after her appointment 
to the role. She had been in school settings throughout her working life: “My first role was 
an assistant teacher and then a Head of Department and I’ve been an acting Faculty 
Leader.” She transitioned as a teacher between roles and schools and into her current 
position as a school career advisor.  
Participants in both samples who completed career development qualifications did 
so at different stages (see Table 4.2). Two New Zealand participants entered a career 
development practitioner role prior to the 1996 introduction of university-level career 
development qualifications in New Zealand, and both participants completed a career 
development qualification after their entry to the role. Four Australian and two New 
Zealand participants completed a career development qualification prior to commencing 
the role. Both Stephanie (Aus) and Sophie (Aus) conducted research about relevant 
courses and qualifications to make an informed decision about becoming school career 
development practitioners. Stephanie (Aus) had previously completed a teaching 
qualification but had then worked outside the education sector rather than work as a 
teacher, and later entered her preferred school role as a career development practitioner. 
She began her study in career development with a Graduate Certificate career 
qualification and followed with a higher level Graduate Diploma in career development. 
Because Sophie (Aus) did not have a teaching qualification she entered the career 
development role as an education support person: “I actually enrolled in the course and I 
didn’t actually start doing the job until after I had finished the qualification.”  
Table 4.2. Timing of Career Development Qualification Completion  
Timing  
Participant numbers 
Aus (9)   NZ (12) 
Before commencing school career development role  4 2 
After commencing school career development role  4 6 
Career qualification under completion   0 1 
No career development qualification completed  1 3 
 
The two samples were different in relation to the levels of career development 
qualifications completed. All Australian participants with career development qualifications 
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completed them at postgraduate level, a level of qualification undertaken after completing 
an undergraduate degree or equivalent. The Australian participants’ career development 
qualifications were consistent with those required by the Professional Standards for 
professional membership of CICA member associations. In contrast, the New Zealand 
participants’ career development qualification levels ranged from sub-degree Certificate 
through to Graduate Diploma, which highlighted variable qualifications for those entering 
the profession in New Zealand. 
In the Australian sample, six of the eight participants with career development 
qualifications joined a professional career development association after the 2006 
implementation of the Career Industry Council of Australia Professional Standards (2011), 
which, in light of the majority being new to the field since 2006, may suggest the influence 
of professional standards. In the Australian sample, participants who had joined a 
professional association after 2006 were less certain about the rationale for the 
introduction of professional standards than those who had joined before 2006. The New 
Zealand participants’ timing of joining a professional career development association was 
in a context without professional standards, and six of the ten who had career 
development qualifications joined after 2006. 
Participants’ pathways into the profession, and employment conditions in the career 
development role were different within and between country contexts. A range of 
circumstances and motivations influenced participants’ pathways into the career 
development profession, including an interest in working in a school context, the personal 
satisfaction of contributing positively to students’ futures, a preference for focussed small 
group and one to one relational work, and the intention to enhance their own career 
through professional development, which included part-time study. For example, Tom 
(Aus) had two experiences of employment outside school settings during his 20 years as a 
curriculum teacher at his current school. His reflection about those experiences showed 
his openness for opportunities to refresh and advance his career: 
Partly, I felt that in my own career I’d always been in school, apart from a period of 
time where I was studying ... so it [employment outside the school setting] seemed 
like a terrific opportunity to be able to do some professional development. But also, 
perhaps, to be able to give myself a bit of a recharge in terms of my own career.  
Similarly, Tom’s (Aus) personal and professional motivations to enhance his career 
influenced his entry to the school career development practitioner role and he completed a 
career development qualification post appointment. He had been actively seeking 
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involvement in career development through assisting a colleague with her career work and 
perceived his transition from a teaching position was uncomplicated and fortuitous when 
the colleague subsequently left: “The opportunity sort of fell in my lap I guess.” Tom 
contrasted managing student discipline in his previous school position as a House Leader 
with the more positive focus of the school career development practitioner role, and these 
differences influenced his decision to change roles. 
For some participants such as Tom, a pathway into the school career development 
role occurred through connection and circumstance rather than a relevant qualification, 
inferring that it was neither a planned nor intentional goal. For Anne (NZ), a role in adult 
education in a school was an entry point into a career development role. Anne (NZ), who 
did not have a teaching qualification, and completed her career development qualification 
after commencing the role, described the “accidental” circumstances leading to her school 
career development role: 
I mean, because I was doing the adult education, you know, organising the night 
classes and I was organising the Secondary Tertiary Alignment Resource (STAR), 
you know, the students attending the STAR Tasters, and it sort of happened … the 
more students I saw to organise to go on STAR Tasters then the more the students 
started coming and talking to me.  
The level of planning by participants to enter the school career development role 
differed between samples. In the Australian sample, eight participants were intentional in 
the steps they took to enter the role, although one, Tom (Aus) felt fortunate that his 
planning was accompanied by a timely opportunity to replace a departing colleague. A 
preference for career counselling led Elizabeth (Aus) to make intentional transitions across 
sectors to pursue a school career development practitioner role rather than a teaching 
role. She had worked in human resource management and perceived the skill sets were 
similar to career counselling, and therefore transferable. She completed a career 
development qualification before applying for and commencing her school career 
counsellor position. The exception in the Australian sample was Georgie (Aus) who 
worked as an administrative assistant in a school context prior to commencing the school 
career development role. Her preparation for, and entry to the role contrasted with that of 
teachers entering the school career development practitioner role. A departing Principal 
hastily appointed Georgie (Aus) to the career development role to organise students’ work 
experience. Although interested in the position, at the point of transition Georgie (Aus) felt 
unprepared and that she lacked support because she did not have a career development 
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qualification, experience in the role, or a teaching qualification or other degree. She 
described her initial introduction to the profession as being “completely in the deep end.” 
Subsequently, she completed a career development qualification. 
In the New Zealand sample, six teachers and one non-teacher entered the school 
career development role in a more circumstantial way compared to the majority of 
Australian participants. These participants described their entry to the role as 
circumstance, accident, chance or happenstance. For example, Alice (NZ), a teacher, 
described her role entry as complete happenstance after teaching a class she had not 
enjoyed and a chance discussion with the Head of Careers: 
she said to me “How are you?” and I said, “Ugh mediocre, you haven’t got any jobs 
going in your department have you?” And she looked at me and said, “Actually yes, 
are you interested?” …So, I thought about it overnight and I thought it is a bit of a 
no-brainer really, absolutely. And so that’s how I ended up in careers.  
One New Zealand participant, Goldi, suggested the role was thrust upon her: 
I didn’t really decide. It kind of chose me, and we had a careers advisor leaving and 
the Principal was going to shuffle an incompetent into the role and the Guidance 
Counsellor came running up to my classroom one day saying “They’re looking for a 
new careers advisor…I told him [the Principal] you would do it. So, when he 
approaches you, just say “Yes.” 
Experience, motivation, relevant qualifications, and strategic planning, or lack thereof, did 
not impact on transition into the school career development role. 
In the Australian sample, five participants had different employment conditions 
compared to participants who had a teacher qualification. Four of the five had previously 
completed other degrees and none had a teaching qualification. A non-teaching pathway 
into the career development role in a paraprofessional position as Education Support (ES) 
staff was available as determined by the employing authorities. The five Education Support 
(ES) staff participants had no teaching responsibilities and lower pay scales compared to 
those with teaching qualifications. Two ES participants identified tensions they perceived 
were present about ES staff without a teaching qualification in the career development 
role. For example, Georgie (Aus) perceived her role as comparable to that of career 
development colleagues with teaching qualifications but thought her teacher-trained career 
development colleagues did not take kindly to ES staff being in career development roles: 
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“They think that we’re not in a position to deliver curriculum correctly, that they’ve been to 
university, they’ve got their degree.” Because pay levels for ES staff and teacher-trained 
staff were different, Georgie (Aus) believed that schools saved money by employing ES 
staff rather than teacher-trained staff. However, she acknowledged the difference in 
qualifications was one of several ways for schools to determine pay rates, and that in any 
case she preferred to focus on career development rather than curriculum subject 
teaching: 
For the ES? I guess it’s fair enough. We don’t have the qualifications for the wages, 
but I guess that could be something that the ES union could look at in terms of the 
type of roles ES do in the school and whether there’s some form of professional 
element that they have to have to perform that role. It’s challenging but then in 
saying that I wouldn’t change it. I love going into my careers classes. 
Sophie (Aus) preferred career development to curriculum subject teaching and took the ES 
pathway rather than a teacher-qualification pathway to enter a school career development 
practitioner position. She thought the pay difference for ES staff worked financially in 
favour of the schools, but not in her favour. She perceived the salary did not match the 
responsibilities of her role, which was previously held by an individual with a teaching 
qualification:  
It’s very poor [the money] for education support staff whereas the teachers get the 
same salaries [as] if they were teaching, so it depends what levels of teaching staff 
they are. I actually replaced someone who was an expert teacher, so she was at the 
top of the range. Then I was employed at the bottom of the range, so it’s obviously 
saved quite a lot of money.  
In the New Zealand sample, nine of the ten participants who were qualified teachers 
were working in government schools at the point of entry to the career development role, 
and the tenth had previously taught in government schools, suggesting a preference in 
government schools for career development practitioners with teaching backgrounds. The 
two New Zealand participants who did not have teaching qualifications had entered career 
development positions in non-government schools, most of which are not parties to 
government sector collective employment agreements, and historically less likely than their 
government school counterparts to prefer applicants with teaching qualifications for 
student welfare and career development positions. 
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To conclude, key differences between and within country contexts emerged in 
findings within the Basic Theme entry into the profession. First, Australian participants’ 
career development qualifications were at postgraduate level in alignment with the CICA 
Professional Standards for professional career development practitioners, whereas New 
Zealand participants’ career development qualifications ranged from sub-degree certificate 
to postgraduate level. Second, although a few Australian participants entered the role 
circumstantially, the majority of Australian participants identified intentional steps in their 
pathway to enter the school career development role, whereas more than half of New 
Zealand participants entered the role circumstantially. Third, in the Australian context, pay 
scales were different for those with teaching qualifications compared to those employed as 
Education Support staff, although all participants did similar kinds of work.  
The findings suggest that the Australians were more likely to have intentional and 
preparation pathways than the New Zealanders, and so while overall entry is non-
standardised, there was a pathway difference based on country. Furthermore, entry into 
the career development profession was not dependent on specialised knowledge acquired 
through a relevant qualification, suggesting a difference from the regulated pathways 
associated with entering other professions such as teaching. Participants completed a 
career development qualification at different points, and one participant in the Australian 
sample and three in the New Zealand sample did not have a career development 
qualification. Findings for the Basic Theme professional relationships are presented next. 
Professional relationships. The Basic Theme professional relationships is about 
the complex interactions in which school career development practitioners engage. 
Participants conceptualised their professional career development roles as relational and 
student-focussed. They perceived daily management of professional relationships as 
central to facilitation of students’ transitions through and from school. Key points that 
emerged in relation to participants’ professional relationships were: strategic management 
of relationships, and a lack of understanding by employing authorities about the 
specialised nature of career development. 
Strategic management by career development practitioners is required to sustain 
professional relationships with students, school management and staff, and individuals in 
the community, including parents and employers. Participants portrayed career-related 
discussions and interviews with students as relational tasks and essential components of 
the career development role. Routine tasks such as career-related interviews with 
students, and helping with work experience, resumes, and job applications occurred 
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throughout the year. Participants perceived managing the number of interactions in their 
work as challenging. For example, Sophie (Aus) wrote a weekly careers newsletter and in 
the first term of the year interviewed all Year 12 students as part of the school’s ongoing 
process of identifying student interests and tracking pathways. She found managing the 
number of interactions in a timely manner was challenging: “we’ve got 130 Year 12 
students so it’s taking me a while.” 
Participants’ interactions required professional expertise in communication and they 
were confident to manage multiple professional relationships. Interactions with students 
were managed as practitioner-client relationships and occurred in one to one and group 
settings. For example, Lu (Aus) used a craft metaphor to describe her interactions with 
students about their futures: 
my greatest pleasure is drawing the threads together that the students come with, 
all different ideas and often confused ideas ... and we sit down and draw the 
threads of what they’re interested in and try to come up with some suggestions. 
Participants’ professional relationships with parents occurred one to one in person, 
via email, phone, and in group settings, at times initiated by the parents and at others by 
the participants. For example, Dorothy (NZ) said that she was quite often called into 
meetings by parents to meet with them and students and viewed those interactions as 
strategic opportunities “for the students and parents to find some common ground.”  
Professional relationships with employers were typically related to work experience 
and employment for students. Susan (NZ) explained how employers appreciated the care 
she took to refer students and that employers would phone to say, “We’ve had a past 
student work for us and we’re offering this position to your students based on, you know, 
you referred someone that was wonderful last time.” When problematic situations arose 
with employers, participants had the confidence to manage them. For example, Audrey 
(Aus) described how, since starting in her role, she strategically managed interactions with 
employers who were reluctant to take students: “I would ring up and they would say, ‘No 
we’ve had your kids before and we never want them back again, never’.” She resolved the 
situation by making system changes to more effectively match students with employers, 
which resulted in a satisfactory outcome for the school, the students and the employers.  
Some professional relationships, such as with school management, required 
participants to be more proactive. For example, Paris (NZ) described confidence in her 
professional relationship with the Principal but took responsibility to initiate the interaction, 
  92 
otherwise “a whole term can go past, and she won’t come into the Careers Centre.” The 
majority of participants’ schools did not have timetabled career development classes, and 
teachers need to give permission for students to attend appointments. Therefore, access 
to students depended on proactivity by the career development practitioner in the 
professional relationships established with subject teachers and other colleagues. Daily 
teaching timetables and class sizes provide a structure in schools that gives curriculum 
subject teachers access to students. However, career development practitioners did not 
have the same access. For example, Sophie (Aus) proactively identified and interacted 
with staff who displayed a willingness to assist: “I have a close relationship with the 
Humanities teachers so they’re quite happy for me to come into their class.” Goldi (NZ) 
explained how in her school there was little resistance to taking students out of class for 
career development activities but when necessary she would negotiate directly with the 
teachers “and they see reason.”  
In relation to the specialised nature of career development in comparison with other 
school roles, the majority of participants could identify some similar elements of guidance 
and welfare roles. In addition, Stephanie (Aus) identified that other support staff had 
similar employment conditions to her Education Support role but specified a fundamental 
difference in the type of work, for example, “The only other role I think, but obviously, the 
content’s different, but the student welfare coordinator is a similar type situation where 
they’re support staff as well.” Some participants conceptualised clear role distinctions 
between their role and others. For example, Jill (Aus) was unequivocal: “There is nothing 
like the careers role,” and Tom (Aus) articulated the distinctions he perceived:  
I think my role is very much about helping the students get clarity in their individual 
strengths and aspirations and perhaps identifying the steps that may help them fulfil 
their aspirations. I see my role as vocational whereas I see the House Leader’s role 
is more welfare. 
The samples differed in relation to the responsibility for delivery of school career 
development services. Some New Zealand participants described examples of colleagues 
without specialist expertise who delivered career development services, a situation not 
described in the Australian sample, although one Australian participant did not have a 
career development qualification. The professional expertise required of the career 
development role was not well-understood by New Zealand employing authorities and 
curriculum subject teaching staff, suggesting confusion about the career development role. 
For example, Alice (NZ) said, “I know there are people who think they have similarities … 
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think they can guide students effectively.” She believed the result was inexpert guidance 
and misinformation. One New Zealand participant identified the lack of understanding in 
her school about the specialised nature of career development in a blurring of role 
boundaries with Deans who offered “vocational talks, discussions on a one to one.” In 
addition, Maria (NZ) pointed to the increased use of academic mentors, who were 
teachers assigned to coach students in their academic progress. Although the academic 
mentors were similarly involved in one to one conversations, Maria (NZ) asserted a 
distinction: “They certainly don’t have the level of knowledge of subject specialist matter in 
terms of looking at long-term career pathways for students.” A lack of recognition in some 
schools of the specialist knowledge and skills required to effectively deliver career 
development services emerged in the New Zealand findings. 
To conclude, distinctive characteristics of school career development practitioners’ 
interactions emerged from the findings within the Basic Theme professional relationships, 
specifically, the strategic daily management of multiple professional relationships and need 
for advanced communication skills to ensure effective career development service delivery 
to students. Participants are confident in managing professional relationships. Participants 
in both samples described a context in which career development activities were not 
routinely timetabled. For the school career development practitioner participants, unlike 
their teaching colleagues, access to students was largely dependent on the willingness 
and cooperation of others. Understanding of career development as a profession in the 
school context is variable. In addition, the school career development practitioner role is 
treated in a peripheral way because career development is not a mainstream curriculum 
subject. 
Comparisons participants made with other school roles highlighted that, irrespective 
of a few similarities to guidance or welfare roles, such as one to one interactions with 
students, the expertise required of the career development practitioner role was distinct 
from other professional roles in the school setting. The clear majority of participants 
perceived competencies required for engaging with students about their future careers 
were specific and specialised for the field of work through completion of relevant 
qualifications and training. The participants understood what was required for provision of 
school career development services, yet they perceived others such as employing 
authorities and some curriculum subject teaching colleagues did not have the same clarity. 
Moreover, even though there was a specialist career development practitioner present, 
some New Zealand schools allowed others without expertise to provide career advice for 
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students, a situation which calls into question understanding by employing authorities of 
the professional expertise of the career development role in schools. Findings related to 
the Basic Theme complexity of school systems will be presented next. 
Complexity of School Systems. The Basic Theme complexity of school systems 
is about conceptualisations of schools as complex systems. Participants believed external 
and internal school system factors impacted on their professional career development 
practitioner roles. System challenges and system enablers emerged as two key points. A 
range of system challenges impacted delivery of career development services, for 
example: policy decisions, time limitations, ratios of staff and students, isolation, and 
budget issues. In addition, the participants perceived others had a lack of understanding 
about the career development role. 
A lack of consistent education policy in both countries resulted in variable career 
development services and uneven distribution of resources across school contexts. 
Through comparisons with other school contexts, participants identified differences within 
and between government and non-government school sectors that suggested variable 
service delivery and inconsistent implementation of initiatives. Participants’ descriptions of 
constraints on their school career development practice showed system challenges across 
school and country contexts were exacerbated by the marginalised status of career 
development. In contrast to teaching subjects, curricula do not underpin career 
development. Participants made comparisons with other school contexts that included a 
range of small, medium, large, urban, rural, government, and non-government 
(Independent and Private) schools. Roles were similar across the range of contexts, yet, 
unlike core curriculum subjects, the nature of career development services varied, and 
consequently the provision of advice and guidance for students was not homogenous. 
Adequate staffing was an issue for some schools. For example, Stephanie (Aus) described 
the challenging impact on programmes in some schools with only one career development 
person and compared her own school situation favourably: “we have enough people to run 
a programme from Year 9 to Year 12.”  
Comparisons with other school contexts also highlighted economic differences 
between school communities. For example, Sophie (Aus) commented on the financial 
limitations of her parent community: “I know some Private schools have much more 
extensive career testing done but I’ve tried to introduce it, but the parents won’t be able to 
afford it.” Tom (Aus) made a broader comparison between government and non-
government schools: “I work in a government school and I am used to being under-
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resourced.” For one participant, comparisons with other school contexts were relative. For 
example, Nicki (NZ) worked in a government school and described a school restructure 
impacting her career development role yet perceived that in comparison to other schools 
she was lucky: “I know through my colleagues, I am so much more fortunate even despite 
the internal changes.” Compared to larger schools, Anahera (NZ) described aspects of 
working in her small non-government school as a luxury because in her context she had 
time to interview all students. Although Anne (NZ) similarly worked in a non-government 
school she thought there were restrictions in that context because of the variable 
understanding of teachers and parents about her career development role: “It is in part the 
Independent school environment as well that parents have a big expectation on the 
academic outcomes. And things like Careers is (sic) seen as fluffy.” Furthermore, through 
comparisons with other school contexts, a few participants noted industry trends and 
developments. For example, in the Australian sample Georgie (Aus) reflected on her ES 
position in relation to a trend she perceived in other schools employing ES staff, “it was 
financially more viable for the school.” 
Participants spoke about the introduction of government initiatives, such as the 
Victorian Government’s funding to support students’ individual career actions plans as 
managed individual pathways (MIPS). In New Zealand, the Ministry of Education initiative 
Vocational Pathways had been introduced to align the national secondary school 
qualifications with career-related industry sectors such as the primary industries, service 
industries, social and community services, manufacturing and technology, construction 
and infrastructure, and the creative industries. In the New Zealand sample, a few 
participants commented on the increasing yet variable introduction to schools of such 
initiatives. For example, Goldi (NZ) identified the different way her school had introduced 
Vocational Pathways compared to other schools, “in our school it’s not through Careers,” 
and Maria (NZ) articulated her professional interest in Vocational Pathways, “I’ve been out 
to a lot of the PD and seen what’s happening in other schools. I could see that it will work 
really well in particular areas of our school.” However, she thought non-government 
schools would resist such initiatives because there could be an impact on time for the 
academic curriculum, and non-government schools would not be required to implement 
the initiative.  
The majority of participants conceptualised government policy as one of a number 
of system challenges in relation to career development in the school context. A few 
participants were unsure about the impact of policy on their individual career development 
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practice. For example, Lily (NZ) had been in the role less than a year and was unsure 
about career development policy, but perceived that government policies were proactive 
about youth, and “geared towards getting our young people out there employed.” 
However, Susan (NZ) who had been in the role for over ten years, perceived the Ministry 
of Education as policy makers who “could value career development much higher.”  
The majority of participants perceived that policy decisions happened externally, 
remotely, and outside of their control. For example, although Audrey (Aus) acknowledged 
the introduction of resources for careers in schools at the State level, she was dismissive 
of policy for career development at the Federal level: “Oh look, Federal, I’m just completely 
wiping off, I don't have any time for Federal… I don’t even understand what they are 
thinking.” Anne (NZ) perceived the absence of policy for career development staffing in 
schools was an ongoing issue: “until we get some uniformity and we get some policy 
coming down that actually Principals are gonna (sic) be held to account.” Participants’ 
views about the potential for change varied. For example, Maria (NZ) thought more 
professional development was needed in relation to policy initiatives such as the 
Vocational Pathways to increase practitioner understanding: “Unless we’re proactive, we 
have got no idea really what’s happening and how that can impact on our day to day job.” 
In contrast, Alice (NZ) believed an interest in policy implied a certain kind of person and 
she did not want to present herself in that way, so preferred not to engage: “I tend to just 
keep my feet down and get on with my job.”  
A few participants perceived policy relating to career development was at odds and 
not keeping pace with current career development practice and understanding. For 
example, Jill (Aus) conceptualised policy occurring within a hierarchical system in which 
policy makers were metaphorically higher up the ladder, making decisions which were out 
of touch with school contexts, such as politicians thinking that “if a careers teacher talks to 
a kid the right way at school that when they finish uni they’ll get a job and they’ll be fine, 
but that’s not necessarily the case.” Audrey (Aus) acknowledged government initiatives: 
“they have introduced a whole lot of resources for careers and curriculum development.” 
She was unsure however, whether policy was a challenge or enabler for career 
development because she had experienced a reduction in funding after her support 
person’s position was discontinued. Winston (NZ) perceived previous levels of support by 
the New Zealand Government for careers in schools had not been sustained: “During that 
period of time they were doing quite a good job but then that sort of disappeared”. Despite 
acknowledging inexperience in policy matters, Elizabeth (Aus) thought policy should be an 
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enabler and that government should have a major role in relation to policies for career 
development practice in schools: “It’s really important to prepare a whole generation for 
their future work.” 
The majority of participants were inexperienced in career development policy 
matters, yet they were convinced about the importance for policy makers to understand 
career development. Furthermore, the majority of participants perceived policy was outside 
their control, yet they believed policy decisions were central to addressing the breadth of 
challenges they perceived impacted on their roles, and that government should implement 
policies to strengthen career development practice. 
Participants identified lack of time available to deliver career development services 
as a limiting factor on their professional role. The majority were negotiating school systems 
with relatively high ratios of students to career development practitioners compared to their 
teaching colleagues, and a few directly associated the pressure of time with student ratios. 
For example, Susan (NZ) identified the challenge in her context of a ratio of one career 
development practitioner to 1900 students:  
there is only one careers advisor with 1900 students across Year 9s to Year 13s 
…the student may come at the end of the year having not actually got the 
messages that they needed earlier in the year... and they haven’t presented near 
the beginning of the year to be able give that assistance that they might have had 
through coming to a career counselling appointment. 
A high student ratio impacted on Sophie’s (Aus) ability to effectively manage the 
role tasks: 
I was feeling a bit out of control and not able to do the things I’m supposed to do 
with the right amount of detail. So, I’m supposed to do pathways planning for every 
student aged 15 and above. That’s basically 500 plus students. That has to be done 
in a classroom setting because there’s not enough of me to go around.  
Participants who were teachers were managing diverse tasks within their respective 
areas of responsibility, such as career counselling for individuals and delivering career 
programmes in classes. A few were combining multiple roles such as core curriculum 
subject teaching and provision of career development services or delivering career 
development part time. In contrast to their curriculum subject teaching colleagues, the 
majority of participants were sole practitioners or worked with one other career 
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development colleague in their school, and a few identified professional isolation as a 
challenge. For example, Georgie (Aus) was in an Education Support role and described 
how subject teachers would meet in faculties to discuss current topics but she was in a 
unit on her own: “in some ways it’s quite isolating.”  
Although participants’ schools had budgets for career development, the majority of 
participants were not responsible for preparing or managing those budgets. However, a 
few participants identified the challenge to manage within their funding allocation when 
budget cuts impacted on the profile of school career development services. For example, 
Lucky (Aus) explained the impact of recent budget cuts in her school:  
My Principal does [manage the budget]. They tell me how much I have per year and 
then I have to manage in that. I can tell you that every year it gets cut down 
because the student population is also dropping in our school…There are a lot of 
things, like last year for example I only got one PD, that was it, because that was all 
they could afford to send me on. This year I haven’t been on any PD whatsoever 
yet.  
Participants perceived system enablers as tangible and intangible actions by school 
management and colleagues to support their professional career development role (see 
Table 4.3). 
Table 4.3. Participant Perceptions of System Enablers  
Tangible enablers Intangible enablers 
Own budget for careers 
Physical space to operate  
Rationale for staffing ratios  
Time for professional development 
Management and peer recognition  
Positive feedback  
Trust in professional judgement 
  
Participants asserted that a rationale for staff and student ratios, which was in place 
for teachers, would reduce pressure and strengthen participants’ career development 
practice to enable them to work more effectively. For example, Audrey (Aus) articulated 
the relief she experienced after a challenging previous year when her school effectively 
adjusted the ratio of students through an increase in her hours: “Last year it was just so 
chaotic in this role...but this year the hours have actually gone up to be full-time hours.” 
She viewed this as tangible support. Introduction of the Career Development Benchmarks: 
Secondary (see Chapter Two) influenced the senior management and school Board to 
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address staffing ratios at Maria’s (NZ) school: “The Board has made a commitment to 
ensure that we have another full-time career practitioner on board.” She believed this had 
enabled her to fulfil role responsibilities. Other tangible enablers participants identified 
included: for Nicki (NZ), her own careers budget to identify where best to allocate 
resources for student career development needs; for Stephanie (Aus), that the school 
released her to attend professional development: “my school’s pretty generous letting me 
do PD”, and for Lucky (Aus), the provision of a classroom: “it’s not just a poky little office. 
We’ve actually got a full classroom.”  
Participants identified enablers that were less tangible, in the form of positive 
feedback, recognition within the school context, and trust shown in their professional 
judgement. For example, Anahera (NZ) described the comments from the senior 
management as supportive: “They thank me, and we look at the stats and we go ‘Oh my 
God that’s great!’ …They trust me. They trust my professional judgement.” The Principal’s 
recognition of her career development work was important for Elizabeth (Aus) who 
described feeling enabled: “really supporting and getting messages out there to staff as 
well, like recognising at staff meetings, you know, what’s been happening in careers.”  
To conclude, a range of inconsistencies that impacted on the nature of career 
development services across school contexts emerged in the findings within the Basic 
Theme complexity of school systems. The lack of education policy guidelines for career 
development resulted in a range of challenges for career development practitioners to 
perform a complex and demanding role in support of students’ career development. 
Moreover, participants identified more system challenges than system enablers in relation 
to their career development roles, which raises questions about how the school career 
development role is valued and supported. Findings related to the Organising Theme 
Professional expertise will now be presented.  
Professional expertise 
The Organising Theme Professional expertise aggregated findings that emerged 
from two Basic Themes: professional association membership, and impact of professional 
development, qualifications, and training. Participants engaged in professional association 
networks, and initial and ongoing professional learning, which developed expertise 
relevant to the school career development practitioner role. Each Basic Theme will now be 
presented. 
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Professional association membership. The Basic Theme professional 
association membership relates to career development practitioners’ participation in 
professional career development associations. Participants engaged in a range of 
opportunities to share information and develop expertise through membership in 
professional associations.  
Professional networks within career development associations differed between 
contexts. For example, in Australia, national and State career development associations 
are members of the Career Industry Council of Australia (CICA), the peak body for the 
career industry in Australia. The Professional Standards for Australian Career 
Development Practitioners (see Chapter Two) apply to members of CICA Member 
Associations. All Australian participants said they were members of their State career 
development association and four were members of a national career development 
association. In the New Zealand context, participants had the option of membership in two 
national career development associations. Professional Association 1 is focussed on the 
education and school sectors. Professional Association 2 has a broad membership 
working in a range of settings including business, private practice, vocational rehabilitation, 
government, education, and the school sectors. In addition to their local network groups, 
all New Zealand participants were members of Professional Association 1, two were also 
members of Professional Association 2, and two were intending to submit an application to 
Professional Association 2. New Zealand does not have a similar body to CICA or 
equivalent Professional Standards. The high rate of voluntary membership in both 
countries suggested participants valued the professional support the networks provided for 
their school practice. 
Participants’ career networks typically emerged from within their professional career 
development associations, which provided professional and practical support. For 
example, Sophie (NZ) said a lack of understanding about her role in her school context 
was motivation to belong to a network within a professional career development 
association: “If I was very anxious about something or I needed help there was no-one in 
my school that could help me because they didn’t know what it was about.” Susan (NZ), a 
sole practitioner in a school, identified the importance of belonging to professional 
networks with like-minded colleagues: “You can feel supported; that you’re not alone”. 
According to Jill (Aus) it was important to access as much professional support as possible 
by belonging to both local networks and State professional associations because “an 
enormous lot of people are single careers people in their schools”, suggesting a challenge 
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for sole practitioners to share and access specific career development knowledge and 
expertise. Elizabeth (Aus) similarly described the benefits of professional support and 
understanding for sole practitioners through belonging to a professional network: 
“Everyone understands the situation they’re in, the type of demands we’ve got on our role.”  
Participants typically used the term networks to describe their membership in 
professional groups where like-minded individuals had formed alliances and were sharing 
and developing resources. For example, Lu (Aus) belonged to a network that had formed 
through alliances between career development practitioners at non-government schools. 
She said she enjoyed the camaraderie, collegiality and resource-sharing with like-minded 
colleagues: “to be able to contact others and see what they do and the sharing between 
careers practitioners in other private schools is excellent.” 
Participants thought professional networks provided opportunities to share and 
acquire information, particularly through professional development and training, which was 
typically accessed through organisations such as career development associations, 
universities, and technical institutions. The majority of Australian participants viewed their 
State association as an important professional network for accessing and sharing relevant 
information, and a few participants noted the State association’s reinforcement of the 
Professional Standards. Additionally, Georgie (Aus) commented on the helpful provision of 
a portal for logging professional development in accordance with the Professional 
Standards, a situation not comparable in the New Zealand sample.  
Some Australian participants perceived the role of professional associations in 
sharing information as part of advocacy work. For example, Elizabeth (Aus), who 
perceived membership of a career development association was a professional 
responsibility, spoke about her State association:  
they’re really great with providing information and resources and updates on new 
initiatives in careers…so I think having that association is really important that they 
advocate for us as career practitioners. They provide, you know, PD; they're really 
good. 
A few New Zealand participants perceived there was limited success from 
professional association advocacy for career development practitioners. For example, 
Anahera (NZ) said that Professional Association 1 attempted to communicate with 
Government on behalf of members in the school sector, with questionable results: “I don’t 
know how much influence they have. I suspect it’s very little. Not I suspect. It is very little.” 
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According to Alice (NZ), professional associations lacked a communication channel for 
advocacy: “I think they try. I'm not sure they have the avenue to do it.” Despite the 
uncertainty expressed by a few about the effectiveness of professional association 
advocacy, there was a high level of participation by participants in professional career 
development networks.  
To conclude, participants perceived professional career development associations 
provided a valued context for knowledge acquisition and sharing. Participants experienced 
positive benefits from their membership in professional association networks, including a 
reduced sense of professional isolation. Within their professional associations, participants 
accessed professional development activities and support, including advocacy for their 
career development practice. A few New Zealand participants expressed uncertainty about 
advocacy work by their professional associations. The importance participants placed on 
the support from their professional career development networks highlighted their 
perception of the need for specialist support in relation to the specialised nature of the 
career development role. Findings will now be presented in relation to the Basic Theme 
impact of professional development, qualifications, and training. 
Impact of professional development, qualifications, and training. The Basic 
Theme impact of professional development, qualifications, and training relates to the 
participants’ perspectives about the influence of professional learning on their professional 
practice and expertise. Professional learning within the present research is conceptualised 
as any combination of professional development, qualifications, and training. Participants’ 
professional learning can be conceptualised in two phases: first, entry-level learning that 
occurred prior to or at the time of commencing the role, including qualifications and 
training; and second, professional learning that occurred after commencing the role, 
including professional development, further qualifications, and training. 
The majority of participants said they valued their entry-level learning for the role. 
However, inconsistencies included that some had career development qualifications prior 
to entering the role and others completed after commencing the role, and some did not 
complete. As previously mentioned, three New Zealand participants and one Australian 
participant had not completed a career development qualification for personal reasons. 
Therefore, participants’ entry-level learning was a mix of training on the job for some, and 
professional qualifications combined with training on the job for others. On commencing 
the role, Lily (NZ), who did not have a career development qualification, said she had been 
to “lots of what I would call professional development things,” in her area and perceived 
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these had “kind of prepared” her for the role, suggesting gaps existed in her entry-level 
learning. 
Two of the six participants who completed career qualifications prior to entering the 
school career development role identified a positive impact of their career development 
qualification for entry to the role. For example, Anahera (NZ) believed her combined 
experience and career development qualification had impacted to make an attractive 
package for employment in a school despite her lack of teaching qualifications: “I think my 
previous experience and my career qualification were what made me a good candidate for 
the job.”  Stephanie (Aus), perceived a positive impact from completion of a graduate 
certificate and graduate diploma qualification in career development to enter her ES staff 
role: “I just thought if I was going to do this and this was going to be my career then I 
would do the, you know, the Graduate Diploma as well. So, I’m very happy I did both.” 
Participants said they valued their career development qualification in relation to their 
career development practitioner role. Furthermore, the one Australian participant who had 
not completed a qualification explained she had commenced one and had been unable to 
complete due to personal health reasons. 
Participants who completed career development qualifications after commencing 
the role perceived their qualification was a valuable component of their career 
development practice. For example, Tom (Aus) explained that a reason for completing a 
career development qualification was to ensure he was confident about his professional 
expertise:  
I think partly to ensure that I was professionally capable of delivering the best 
programmes and support to my students at our school. Whilst I felt I was doing all 
the things that my colleague, my predecessor, had been doing in the role, she came 
from a background where she fell into the role and didn’t have any careers training 
as such and I felt that I probably had an onus to ensure I was professionally growing 
in the role. 
Dorothy (NZ) said she had hoped ongoing professional learning that included a 
career development qualification would positively impact on her confidence “because I just 
had a horrible feeling that I didn’t, when I first started, that I didn’t know an awful lot about 
what I was supposed to be doing,” She concluded that the qualification was confidence-
building and valuable in relation to the acquisition of professional knowledge. 
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The combination of relevant qualifications and experience linked to participants’ 
increased confidence in professional practice. For example, Lu (Aus), said her first degree, 
subsequent teaching qualification, and later career development qualification were all 
relevant to some extent in her career development role: “probably all three of my 
qualifications but obviously the Career Education Graduate Diploma.” According to Anne 
(NZ), a career development qualification as well as years of experience in a variety of roles 
had impacted on her career development worldview: “I think everything I’ve done over the 
years helps make the big picture for me.”  
All participants engaged in ongoing professional learning in the form of professional 
development and training. Activities included conferences, two to three-day programmes 
and seminars, and career advisor days at universities and technical institutions. The 
majority of participants said activities were typically accessed through career development 
networks and institutions such as universities and training providers, and a few participants 
said they accessed online professional development and training in the form of webinars. 
Participants perceived ongoing professional learning positively impacted their skills, 
knowledge, and currency in their professional roles. For example, Audrey (Aus) asserted 
the positive impact of ongoing professional learning for ensuring currency of practice in 
line with State initiatives, and Stephanie (Aus) associated regular professional 
development with maintaining currency in the field: “you need to do a lot of PD, so you can 
keep up with what the current information is really.” 
Participants said they self-identified and prioritised professional development (PD) 
according to relevance for their own and students’ learning needs. The findings differed 
between contexts, specifically in participants’ selection of PD. First, individual assessment 
of their own learning needs and the learning needs of students guided Australian 
participants’ PD selections, and second, their professional development activities were 
aligned with the Professional Standards. Eight Australian participants reported that they 
aligned their professional development activities to the Professional Standards, which 
facilitated their annual professional development planning. In addition, they recorded their 
PD and ensured that they had a minimum number of hours to comply with the professional 
standards. For example, Elizabeth (Aus) said as a professional it was important to connect 
the Professional Standards to practice and that for her professional membership of a 
career development association she maintained “a certain number of hours” of 
professional development in alignment with the Standards. For the majority of Australian 
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participants, professional learning was informed not only by their assessment of what was 
relevant for their context but also by Professional Standards.  
In the New Zealand sample, participants’ individual assessment of their own and 
students’ learning needs guided PD selections. Winston (NZ) described the positive impact 
he perceived in relation to PD: “your practice changes, your practice is better.” Alice (NZ) 
described her professional learning as a combination of organised PD, reading articles, 
watching news, and “talking to people about how they got into their work.”  
To conclude, participants conceptualised professional development (PD), 
qualifications, and training as interconnected components of a system of influences on 
their career development role. Participants perceived professional learning impacted 
positively on their levels of expertise. Participants in both samples viewed professional 
development and training as essential components supporting their entry-level learning 
and ongoing professional learning in their career development practitioner roles. The 
majority of participants believed a career development qualification was an essential 
component for professional practice. In the Australian sample, the majority of participants 
selected activities based on their own learning needs and aligned them with the CICA 
Professional Standards and were therefore aligning professional learning with 
competencies relevant to professional career development practice, recording their PD 
activities and minimum PD hours. In the New Zealand sample, participants selected 
activities according to their own and the students’ needs. Findings related to the Global 
Theme Professionalism follow in Section Two.  
Section Two: Professionalism 
The Global Theme Professionalism highlights a relationship between professional 
identity, professional competence, and professional standards of a profession. The 
Organising Theme Professional identity is presented first, followed by Professional 
standards. 
Professional Identity 
This Organising Theme Professional identity aggregated findings about participants’ 
professional identity construction from two Basic Themes identified in the data analysis, 
professional identity construction, and the impact of multiple roles. 
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Professional identity construction  
Participants perceived construction of professional identity as a complex and 
reflexive process, exemplified in Stephanie’s (Aus) description, “I guess what you do is 
who you are, which is what your profession is.” Two key points about professional identity 
construction that emerged in the data analysis were the participants’ understanding of 
professional identity and also the progressive steps to initiate construction of professional 
identity.  
Participants’ understanding of professional identity was in relation to self and others, 
particularly within their career development roles working with students. Although the 
participants agreed about professional identity involving self and others, there were 
diverse perspectives about what contributes to a career development professional identity. 
Participants used various lenses to characterise professional identity including comparison 
with other roles, life roles and talents, personal identity attributes, philosophical 
worldviews, professional roles, and work preferences. Almost half of the participants 
identified the professional autonomy they had in their role as an aspect that contributed to 
their sense of being a professional, and Georgie (Aus), perceived the autonomy of her 
career development practitioner role related to both her personal and professional identity: 
“that sort of suits my personality.” A few participants described their professional identity in 
comparison to other roles. For example, Anne (NZ) conceptualised her career 
development professional identity in comparison to subject teachers: “the thing is I am not 
a teacher, so I think I am always looking big picture and they’re looking at their subject 
picture.” As a parent, Paris (NZ) perceived that her career development professional 
identity connected her talents with her life roles, and Susan (NZ) believed personal identity 
attributes contributed to a career development professional identity. She asserted, “you 
have to be a certain positive person.” A philosophical worldview about “the more holistic 
approach” influenced how Anahera (NZ) characterised her career development identity, 
and Stephanie (Aus) perceived her professional identity was inextricably linked to her 
career development role: “It’s still tied up with what you do, isn’t it?” A few participants 
identified individual work preferences in relation to professional identity. For example, 
Elizabeth (Aus) had worked in human resources and perceived that she was providing 
counselling as a human resource manager, and “wanted to focus more as an expert in 
careers”. Some participants made a distinction between their preferred professional 
identity and the prospect of a teaching pathway. For example, Lucky (Aus) said, “that’s not 
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where I’ve come from…when it came to the choice of do I start teaching classes or do I 
stay in the career field, it was 100% careers.” 
The majority of participants were confident in identifying a professional identity 
related to their career development roles, yet their conceptualisations were personal and 
unique to each individual. For example, Alice (NZ), had previously considered entering a 
pastoral role involving student welfare, yet was confident in her professional identity in 
career development “because it is much more constructive and positive.” Nicki’s (NZ) 
understanding of professional identity was similarly a personal construction. She had 
experienced changes in her work situation in a school under Ministry of Education review 
and was now feeling less confident about her professional identity in relation to how others 
perceived her: “I don’t know where I stand.”  
Participants were taking progressive steps in the ongoing construction of 
professional identity as career development practitioners, and these steps were relative to 
the individuals rather than pre-determined. The majority of participants went through two 
stages to begin the process of professional identity construction as career development 
practitioners, including to research and experience aspects of the role and to research and 
undertake career development qualifications, which was not contingent on having 
commenced the position. For example, Jill (Aus) asked her Principal if she could get 
involved in career development and subsequently worked with the Careers Coordinator, 
and over time became more involved in the field: “I was given some time to go to various 
meetings and I decided to do the Certificate in Careers Development.” Similarly, Nicki 
(NZ), who was completing a career development qualification, articulated the process of 
identifying an interest in the work, applying for a career advisor role and, on gaining the 
position, “I started that year training in a careers diploma, so I realised I had a lot to learn.” 
The steps Georgie (Aus) took to initiate the professional identity construction process over 
the span of five years included: to commence the role, to research and complete initial and 
further training in career development, and to complete a Graduate Certificate in Career 
Development.  
Not all participants progressed to complete a qualification. For example, although 
Audrey (Aus) had taken steps to research and commence a career development 
qualification, she explained that she had not completed: “I had to pull out of that for health 
reasons so hope to do that one day.” Personal commitments were a barrier to Anna (NZ) 
undertaking a career development qualification, yet she promoted a career development 
qualification as an important step: “if they are interested in doing careers in schools…do 
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that professional qualification because I think it is necessary.”  Tom’s (Aus) assertion that 
the step of “undertaking some recognised qualifications” was a professional responsibility, 
suggested the implementation of professional standards facilitated the development of 
professional identity, particularly in relation to entry level qualifications. 
To conclude, participants’ understanding of professional identity was influenced by 
individual worldviews and shaped by personal and professional circumstances and 
experiences. Initial training in a field assists in the development of a professional identity, 
and further training in the form of relevant qualifications within a context of professional 
standards supports a professional identity. Although participants externalised identity 
through descriptions of actions and activities such as progressing to a qualification rather 
than through descriptions of their sense of self anchoring in a role, all participants took 
progressive steps to initiate a career development professional identity. Furthermore, 
either before or after entering the school career development role, the majority of 
participants took a further step in the form of completing a career development 
qualification. They continued to develop their career development identity through 
professional association membership, networks, and PD, as well as through their work. 
Findings related to the Basic Theme impact of multiple roles will now be presented. 
Impact of multiple roles. The Basic Theme impact of multiple roles relates to the 
impact of multiple roles on the professional identities of career development practitioners. 
Participants’ reflections highlighted the multifaceted nature of the career development role, 
and the substantive position of career development practitioners in the school context as 
teachers. The majority of participants understood multiple roles in the school context to 
mean a combination of simultaneously-held subject teaching and career development 
work. In addition to teaching responsibilities for some, participants described a range of 
activities they undertook in relation to the career development role, including career 
counselling, career education, and career advice and guidance. Some participants were 
also responsible for the provision of work experience for students, and a few delivered 
classroom career education programmes. Two key points revealed in the findings were 
conceptualising a main role, and different configurations of roles. 
All Australian participants conceptualised their roles as career development 
practitioners although there was some variability in role titles including career/s advisor, 
career counsellor, and career practitioner, among others. In the Australian sample, seven 
participants described their career development practitioner roles as full time. Of those, 
three had teaching qualifications, and four described themselves as Education Support 
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(ES) staff. Participants in the Australian sample working as ES staff believed their 
positions had advantages because they did not have teaching-associated responsibilities 
and were therefore able to focus on career development. For example, Georgie (Aus), as 
ES staff, said she had taken over from a teacher whose multiple roles in career 
development and subject teaching were viewed unfavourably by the Principal because the 
students could not easily access career development services.  
Not all New Zealand participants conceptualised their main roles as career 
development practitioners although, similar to the Australian sample, there was some 
variability in role titles including career/s advisor, career educator, and career practitioner. 
In the New Zealand sample, three participants combined subject teaching and career 
development, and two worked part time; seven described their career development roles 
as full time, and six of those had teacher training. The six participants who were teachers 
and whose career development roles were full time also delivered occasional career-
related programmes in classes.  
The majority of participants believed the configuration of multiple roles was 
problematic and that their main focus should be career development. From prior 
observations of others’ experiences Stephanie (Aus), a trained teacher who worked full 
time in her career development role, described the negative impact of multiple roles with 
insufficient time allocations: “many in the public system would be teaching you know nearly 
full loads and maybe have 0.2 for their careers programmes.” Similarly, Anne (NZ), who 
was not a teacher, believed trying to manage multiple roles was undesirable: “I had two 
years where I was actually trying to be enrolment manager and careers advisor, which 
didn’t really work”, and Nicki (NZ), who was a teacher, perceived multiple roles impacted 
negatively: “I know so many of my colleagues don’t get the opportunities to be the best 
and deliver the best that they can because they’re teaching English or PE and this and 
that.” In addition to her school role, Anahera (NZ), worked in private practice and 
perceived from her observations in schools that a teaching identity tended to dominate a 
career development professional identity. She questioned the relevance of a teaching 
identity to quality career education: 
their [career development practitioners with teacher qualifications] professional 
identity is linked more to the teaching profession as opposed to the careers 
profession. I think it’s also as teachers they have taught, they have assessed, they 
have moderated, they understand the curriculum, the subject, the content, they 
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understand the kids… and I don’t know that that necessarily makes you a good 
career educator. 
Multiple roles and multiple identities were connected, particularly for individuals with 
teaching responsibilities in addition to their career development roles. Although Jill (Aus) 
was working full time in multiple roles and perceived she had both a teacher identity and a 
career development professional identity, she claimed a lack of time for her career 
development role, suggesting that one role impacted on the other. It was perplexing for 
Alice (NZ) about whether she retained a teacher professional identity. She had trained as 
a teacher and was now working full-time in the career development role, and was 
confident in describing a career development professional identity, yet was unsure about 
her identity as a teacher: “it is a bit of a Yes and a No.” In contrast, it was clear for Lily (NZ) 
that her professional identity was teacher, and that the balance of responsibilities in her 
career development role impacted on her professional identity: “as it stands I’m a 
classroom teacher first and then I have the careers role as an added part of my job.” 
When a transition between roles was not self-determined it could be problematic. 
For example, Lucky’s (Aus) colleague had been “pulled back to teaching” by school 
changes despite her reluctance to return to multiple roles. An exception was Lu (Aus), who 
worked part time in career development, no longer taught curriculum subjects, and said, 
“identity is guided by the skills I’ve learned in the courses, the school policies and my own 
personality and style as both a parent, a teacher and a careers advisor.” Her perception of 
multiple identities was therefore influenced by the relationship between her personal and 
professional roles. Because changes in school programmes occurred according to staff 
availability each year, Dorothy (NZ) had to manage multiple roles determined by school 
management, which suggested multiple identities in teaching and career development: “I 
teach one class…every year it just depends on where they need a staff member to fill in 
really. My teaching area is Social Science.”  
To conclude, where there are multiple roles, multiple identities are constructed, yet 
differences between and within country contexts emerged in the findings. Australian 
participants had greater clarity in their conceptualisation of their professional identity as a 
career development practitioner. In the New Zealand context, there was uncertainty for a 
few participants with teaching backgrounds about how far their teacher identity had 
integrated with their career development professional identity. The majority of participants 
perceived multiple roles were not ideal for the provision of career development services, 
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and that a singular focus on career development is preferable for the work. Findings 
related to the Organising Theme Professional standards will now be presented. 
Professional Standards 
The Organising Theme Professional standards aggregated findings from two Basic 
Themes identified in the data analysis: understanding of professional standards, and 
professional standards across contexts. Each Basic Theme will now be presented, 
beginning with understanding of professional standards.  
Understanding of professional standards. The Basic Theme understanding of 
professional standards demonstrates participants’ awareness of standards in relation to 
the rationale they understood for their introduction. Australian participants’ understanding 
of professional standards was influenced by when they joined a professional career 
development association. In Australia, Professional Standards for Australian Career 
Development Practitioners were introduced in 2006, and those participants who had 
belonged to professional career development associations prior to, or close to that date, 
used it as a point of reference to identify changes in the industry. In the Australian sample 
three participants had joined a professional career development association before 2006 
and six had joined after 2006. In the New Zealand sample eight participants had joined a 
professional career association before 2006 and four had joined after 2006. There was no 
indication that the timing of joining a professional career development association was 
relevant to New Zealand participants’ awareness or understanding of the rationale for 
professional standards. 
The Australian participants who had joined a professional career association before 
2006 reflected that there was a need for professional standards to ensure a benchmark for 
practice and to acknowledge the career development practitioner role. For example, Lu 
(Aus) asserted that before Professional Standards there had been a disparity between 
schools in relation to role entry, training, and qualification levels of career development 
staff: 
teachers were seconded into certain roles because they’d say “Oh we don’t have 
any career advice” and someone would say “Oh well you do that” so people were 
either untrained working in the field…or there were no people working in the schools 
at all and in private schools you had your own autonomy as to what you could do so 
there was no, there was no benchmarking of what careers advisors do and also 
about who was running these courses so the two benefits are that you’ve got some, 
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the introduction is to have some sort of uniformity but also to acknowledge the role 
of careers advisors because they’re, we’re very much an unknown quantity. 
In addition, Jill (Aus), who had joined a professional career development association 
soon after 2006, commented that prior to the introduction of professional standards people 
were working in careers without experience, or in some instances without interest in the 
work, and that anybody “could call themselves a career practitioner”. She perceived the 
rationale for the introduction of professional standards was to benefit the industry through 
professionalisation. Two Australian participants who had joined a professional career 
development association after 2006 were uncertain about the specific rationale for the 
introduction of professional standards but believed there was an assurance aspect in 
relation to expertise. For example, Elizabeth (Aus) described benefits within the school 
context: “the students and the teachers and school can feel that they’ve really got 
someone who has this knowledge about how to handle kids’ career development.” 
Participants’ awareness of Professional Standards differed between country 
contexts. All participants in the Australian sample articulated their awareness of the 
Professional Standards for Australian Career Development Practitioners and a few 
participants said they were aware of professional standards being developed in other 
countries. For example, Jill (Aus) said, “hopefully they’re doing it because they’ve seen 
that it’s something that’s important and maybe they’re looking at our system.”  
New Zealand participants were not aware of what is contained in the Professional 
Standards for Australian Career Development Practitioners. However, six New Zealand 
participants perceived the Career Education Benchmarks-Secondary (see Chapter Two), a 
self-review tool for career education provision, as similar to professional standards. For 
example, Goldi (NZ) was unsure about specific comparisons, but suggested, “Well are 
they similar, are our Benchmarks kind of moving along those Professional Standards 
lines? They are, aren’t they?” and Maria (NZ) viewed the Benchmarks as a useful first 
stage in establishing professional standards: “obviously with the Career Education 
Benchmarks and initially there being some standards around having a qualification and 
that kind of thing that more and more people have already moved to that model 
[professional standards] already.”  
The majority of New Zealand participants perceived the rationale for introducing 
professional standards was to recognise career development as a profession, and to 
establish a benchmark of quality for practice. Although Anne (NZ) acknowledged she was 
not familiar with the history in Australia she thought the introduction of Professional 
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Standards there would be about establishing the profession, and “trying to get it seen as a 
recognised profession with some standing.” According to Goldi (NZ), introduction of the 
Benchmarks-Secondary was a step towards professional standards in New Zealand, and 
she thought the availability of relevant training and qualifications was integral to the 
introduction of professional standards. In relation to adherence to professional standards, 
Anahera (NZ) considered they should apply to all in career development roles in New 
Zealand school contexts and not just members of professional associations: “what about 
the rest of the ‘bunnies’ who are in there doing whatever they want but they don’t have to 
adhere to professional standards?” 
To conclude, the majority of participants connected the introduction of professional 
standards for the career development industry to assurance about minimum levels of 
qualifications and training, and recognition of the profession. Australian participants’ 
awareness of the rationale for Professional Standards was influenced by timing of joining a 
professional career development association. Those who joined before the introduction of 
Professional Standards in 2006 had greater awareness of the rationale for Professional 
Standards compared to those who joined after 2006. New Zealand participants could not 
be expected to make such distinctions about the 2006 introduction of Professional 
Standards in the Australian context. However, the six participants in the New Zealand 
sample who referenced the New Zealand Career Development Benchmarks-Secondary 
perceived Professional Standards for Australian Career Development Practitioners were 
similar to the Benchmarks. This perception by the New Zealand participants suggested 
limited understanding of the difference between standards for a profession and 
benchmarks for self-review of career programmes, highlighting the importance of the 
efforts by CICA in the lead-up to the introduction of Professional Standards to inform 
stakeholders about the rationale and purpose of professional standards. Next, findings 
related to the Basic Theme impact of professional standards across contexts are 
presented. 
Impact of professional standards across contexts. The Basic Theme impact of 
professional standards emerged from the participants’ discussion about professional 
standards. A key finding was the perception of the positive impact of professional 
standards in the two country contexts. The majority of Australian participants believed 
professional standards had impacted positively on the Australian career development 
industry, and on their individual school practice. For example, Lu (Aus) explained that she 
had prior experience of developing professional standards in the health sector. She 
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perceived professional standards in the career development industry had similarly had an 
impact: “I can only say a positive impact.” Furthermore, Stephanie (Aus) identified the 
importance to her that professional standards involved ethics and boundaries, which she 
perceived provided professional support for her role: “It is something you can quote and 
say: ‘You know we are doing this because we have a code of conduct’.” However, Audrey 
(Aus), who had not completed a career development qualification, was an exception. 
Although she articulated the importance of standards to guide professional practice, her 
comments revealed ambivalence about the aspect of qualifications in the Professional 
Standards: “I think it’s getting a piece of paper for the sake of getting a piece of paper and 
I’m not into that at all.”  
The majority of participants in the New Zealand sample believed that, if introduced, 
professional standards would have a positive impact on the career development industry 
and their individual school practice. For example, Anne (NZ) was familiar with the impact 
of professional standards in other sectors in New Zealand including nursing and social 
work and described the implementation of standards as “part of that professional 
development process of a career group”. A few participants described challenges they 
perceived for establishing professional standards in the New Zealand context. For 
example, some practitioners may not want to undertake a qualification because of their 
age and stage, financial, or time constraints and Principals and employing authorities may 
not support or recognise professional standards. Nicki (NZ) acknowledged she was 
unfamiliar with professional standards but expressed a reservation: “because our students 
aren’t one size fits all and one approach doesn’t fit all.” The majority of New Zealand 
participants thought the introduction of professional standards would result in a number of 
positive outcomes for practitioners and clients who would be served by qualified people 
with expertise in career development. For example, Anahera (NZ) articulated aspects she 
perceived were important: “consequences if the person wasn’t acting with integrity and 
ethical standards. It would raise the profile of career education in schools as well.” Susan 
(NZ) identified the potential positive aspects that professional standards would support a 
career counsellor to have supervision, raise the status of the role, and give the career 
counsellor opportunities to develop: 
the benefits would be to just raise the status of the job role whether you’re in a 
school or not… also the Professional Standards would support a career counsellor 
to have supervision, outside supervision because that’s not always expected these 
days. I would tend to have more one on one with my Faculty leader, but you know 
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the Professional Standards would really raise the status and give the career 
counsellor opportunities to develop and it would also mean that senior 
management, I think if senior management could see the Professional Standards 
and what your job role is all about that could be quite an advantage to help you with 
some of the issues that occur in the Careers Departments in schools. 
To conclude, the majority of participants identified the positive impact or potential 
impact of Professional Standards on professional career development practice. In addition, 
the majority of participants perceived beneficial outcomes of professional standards 
included the professional recognition and raised profile of the role, and the assurance 
about minimum levels of qualifications and training. Following is a summary of the chapter. 
Chapter Summary 
The thematic networks Professional Context and Professionalism provided the 
organising structure for the chapter. Participants, as school career development 
practitioners, managed a diverse range of professional relationships in their school 
contexts, valued the professional networks in which they engaged, and conceptualised 
their professional identity construction in relation to self and others.  
The participants perceived potential for professional standards to enhance 
professionalism for themselves and for the profession of career development. 
Furthermore, the majority of participants in the Australian sample attributed a positive 
effect on their individual sense of professional identity from the introduction of professional 
standards in the Australian context. Participants identified ongoing professional learning as 
important to their sense of professional identity. In the Australian sample, the majority of 
participants reported alignment and mapping of professional development with CICA 
professional standards which assisted them to identify areas of need for future 
professional development and training. Participants in the New Zealand sample reported 
they self-selected professional development according to perceived relevance for 
themselves and students. In the New Zealand sample, understanding of professional 
standards was variable, yet the majority envisaged positive effects if professional 
standards were introduced in the New Zealand context. The findings from Phase Two will 
be presented in the next chapter.  
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Chapter Five 
 
Findings: Phase Two 
Chapter Five presents the findings from the Phase Two interviews with Australian 
and New Zealand school career development practitioners. Similar to chapter four, this 
chapter utilises narrative methodology to distil the different perspectives from the 21 
participants. The goal of the Phase Two interviews was to explore in more depth themes 
generated in the Phase One interviews and to address the second supporting research 
question about the participants’ understanding of the relationship between professional 
standards, professional identity, professionalism, and professionalisation. The chapter 
presents the findings identified from the thematic network data analysis (see Figure 3.3) 
within one Global Theme, Professionalisation and the two Organising Themes within it: 
Components of a profession, and Career development practitioner. Participant quotations 
are included to illustrate key findings. For ease of identification, participant pseudonyms 
are italicised, and the abbreviations Aus for Australia and NZ for New Zealand identify the 
participant’s country.  
Professionalisation 
The Global Theme Professionalisation revealed participants’ perceptions of the 
professional status of career development. The findings are presented according to the 
two Organising Themes, Components of a profession, and Career development 
practitioner. Components of a profession will be presented first. 
Components of a profession  
The Organising Theme Components of a profession aggregated findings from two 
Basic Themes: professional standards, and professional associations. Participants 
perceived professional standards and professional associations as elements which are 
integral to the career profession. In the section following, the Basic Theme professional 
standards is presented first, followed by professional associations. 
Professional standards. Participants conceptualised professional standards as 
agreed requirements for professional practice within a profession. They asserted career 
development practice as a valuable influence on people’s lives and articulated the 
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importance of providing effective career development services for school students. 
Australia has the CICA Professional Standards for the career development industry and 
New Zealand does not have similar standards. Thus, the career development profession 
between the two contexts is different. Key points that emerged in the findings included 
ethics and standards, professional learning, and recognition of career development as a 
profession. Findings related to the key points will be presented in order, beginning with 
ethics and standards. 
Ethics and standards. The level of awareness of ethics and standards highlighted 
in the findings suggested that Australian participants’ awareness of ethics and standards 
had increased since the CICA Professional Standards were introduced in 2006. 
Furthermore, five Australian participants directly attributed awareness of standards for 
career development to the CICA Professional Standards. For example, Lucky (Aus) 
aligned her annual professional learning goals to competencies within the Professional 
Standards and reported to the Principal about how she met those standards. She 
perceived a positive impact on accountability for practice since the 2006 introduction of the 
Professional Standards: 
The other thing that we’re constantly doing is we’re constantly reviewing our 
practices, which we never did before 2006, we just did it. Whereas now we actually, 
every year, we actually have an evaluation day where we pluck everything that 
we’ve been doing, we document it and then we evaluate it. Whereas we never used 
to have, we were never accountable.  
In addition, Lucky understood there had been a progression to an overarching system that 
was standardised across contexts: “we’re all working under one rule or an umbrella,” and 
Elizabeth (Aus) thought that career development practitioners in schools “should know the 
standards.” 
Participants perceived ethics as integral to a profession, and adherence to ethics as 
a professional responsibility in their professional practice in career development. In relation 
to their school career development role, participants identified ethics as principles and 
rules of behaviour and as an expectation of their role. For example, Elizabeth (Aus) 
believed a profession involved adherence to a certain level of “ethics and practical 
standards” and that for individuals in their career development roles, professionalisation 
entailed the establishment of standards, expectations, and responsibilities. 
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In the Australian sample, participants indicated their awareness of ethical practice 
as a core competency within the CICA Professional Standards, and two of the five 
Australian participants with teaching qualifications commented on their dual requirement to 
adhere to ethical standards for teaching and career development. For example, Jill (Aus) 
was aware of the Code of Ethics within the CICA Professional Standards through her 
professional career development association but was less sure of the details of her Code 
of Ethics for teachers. A qualified teacher and self-described “career professional,” Lu 
(Aus) articulated requirements for academic standards and standards of behaviour. She 
conceptualised adherence to ethical standards for career development as respect for both 
students and parents: 
Yes, privacy, confidentiality, ethical practice, ensuring that I’m up to date with the 
latest requirements, that I give timely advice, accurate advice, ethical issues of care 
and consideration for the needs of the student...respect for the student and the 
parent. 
Because Georgie (Aus) saw ethical practice as innate understanding of people and 
respecting individuals’ needs, she viewed it as an automatic response: 
I think you kind of do that without thinking about it. For example, one of the biggest 
schools in our region, they have quite a multicultural mix of students so there would 
be a lot of ethical considerations with that...But to me ethics is kind of inbuilt for me, 
you do everything in an ethical manner in that you’re not offending people or hurting 
people.  
Participants had an understanding that following a code of ethics is fundamental to 
being professional. Although there is no overarching industry body equivalent to CICA in 
New Zealand, each of the two New Zealand career development associations has a Code 
of Ethics for their members. New Zealand participants perceived adherence to ethical 
guidelines for professional practice demonstrated the conduct and competency of a 
professional. However, they were not agreed on what the guidelines should be, and 
perceived similarities between ethical practice for career development and for teaching, 
and one used the teaching Code of Ethics as a professional guideline for career 
development practice. An aspect of career development practice Dorothy (NZ) thought 
might differentiate the Teachers’ Code of Ethics from ethical practice for career 
development was that “some extra things relating to relationships with students” might be 
more relevant to career development practice.  
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The majority of participants perceived that there should be agreement on ethical 
principles. For example, Tom (Aus) asserted the need for predictability of ethical standards 
across contexts: “As a profession I don’t think there should be great variation between 
wherever you are and what those standards are… I think there should be certain 
standards of behaviours, ethics.” Regardless of how varied or broad in scope career 
development roles might be, Stephanie (Aus) thought that setting minimum requirements 
was important to ensure individuals have the requisite background to identify with the 
profession. She perceived an integral relationship between ethical standards and the 
knowledge base of the profession: “So, the minimum requirements are set down in terms 
of education, in terms of commitment and ethics and morals.” Participants believed career 
development practitioners demonstrated professionalism through professional practice in 
accordance with ethics and standards. For example, Goldi (NZ) thought the characteristics 
of a professional were “adhering to ethics, like making sure that what you’re doing is 
correct, that you’ve got standards.” Participants viewed professionalism and ethical 
practice synonymously. This concludes the section on ethics and standards. In the next 
section, the participants’ perceptions about professional learning such as qualifications, 
training, and professional development for career development are presented.  
Professional learning. Participants identified professional learning as connected 
both to their professional expertise and to their identification of career development as a 
profession. Professional learning in the present research is conceptualised as 
combinations of qualifications, training, and professional development activities. 
Participants acknowledged the importance of industry standards for professions and 
expected professional standards to include a requirement for career development 
practitioners to engage in relevant professional learning. For example, Lu (Aus) 
conceptualised requirements for engaging in PD and undertaking minimum levels of 
qualifications consistent with the Professional Standards as the key to a professional 
identity for career development: 
Yes, because it fulfils the same requirements, obviously not to the same degree as 
the others that I was talking about, [such as] medical, legal, but we are required to 
have a certain tertiary qualification to be a career professional and we are required 
to belong to a professional organisation, well we are not required, but most people 
are, and the third thing I omitted to say about the other grouping of professionals, is 
continuing professional development is mandated for us and it is documented. 
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All participants acknowledged the value of specialist knowledge acquired through 
professional learning that included a career development qualification and ongoing 
professional development and training. The three participants from New Zealand and one 
from Australia who did not have a career development qualification acknowledged its value 
in principle and described personal reasons such as timing and time limitations for not 
undertaking further study. For example, Lily (NZ), whose main role was teacher, was 
relatively new to the career development role and did not yet have a career development 
qualification. However, she articulated a benefit of having a specialised qualification for 
career work: “you can say that you actually have a formal qualification in that particular 
[area]...so I guess you could actually prove to people…that you have particular knowledge 
and skills within that qualification.” In addition, Alice (NZ), who did not have a career 
development qualification, nonetheless articulated a benefit of setting a minimum level of 
career development qualification: “not just any DP [Deputy Principal] could step up and 
say, ‘I’ll be the careers advisor’ without any of the background skills, knowledge, 
experience, theory.” According to Winston (NZ) who had a career development 
qualification, some individuals can exhibit professional behaviour without having a 
qualification, yet he thought that professions tended to be comprised of people with 
university qualifications and in New Zealand there were “probably too many practitioners in 
schools that haven’t got any career qualifications.” 
Two participants noted that overt identification of career development in titles for 
qualifications could support greater understanding of a professional identity for career 
development. For example, Jill (Aus) identified that other professions, such as law and 
accounting, had qualifications with titles specific to the profession: 
it [a qualification in law or accounting] has always been perceived as a full university 
course. They are never going to have a course that is called the Bachelor of 
Careers Development most probably. So, it is often considered within the education 
and it is just an add-on. 
Similarly, Maria (NZ) viewed the lack of qualifications at universities in New Zealand 
specifically with the term career development in the title, and the recent step by a New 
Zealand university to subsume a postgraduate career development qualification within an 
education qualification, as detrimental to a professional identity for career development. 
Almost half of the Australian participants commented specifically about professional 
standards and professional learning as necessary to claims of expertise and professional 
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identity. For example, Lu (Aus) related the competency expectations of the CICA 
Professional Standards with the professional learning involved in career development 
courses and qualifications: “so the standards really mirror what’s been in the course.” She 
connected competency in her career development practice to a combination of 
professional learning and experience over time in the role. She said she had honed her 
professional competencies progressively so that the standards required, for example in 
advanced communication skills, were exemplified in her school career development 
practice as “just part of the DNA now.” Furthermore, Sophie (Aus) asserted setting a 
minimum career development qualification level for the career development profession 
was necessary for developing a professional identity: 
we’re all supposed to have them because that’s part of the professionalisation of 
our careers, of our jobs. We can say we’ve got this qualification...we’re all supposed 
to do it and I suppose there’s an impact on the school if they employ careers people 
and then don’t make them do the course. 
Increased awareness by Australian participants about the requirement to undertake 
relevant professional learning was connected to the 2006 introduction of the CICA 
Professional Standards. For example, Stephanie (Aus) explained: 
I think that career practitioners are more aware of the standards. Because we have 
to sign off on our PD…it’s not just a matter of going to a tertiary institution but 
you’ve also got to do some theory, you’ve also got to interact with a network with 
other career practitioners and other professionals. So, I think it's probably 
broadened the scope of our, I guess our identity if you like and also the 
responsibility that we have to take these roles on and these educational roles to 
improve our own practice. It’s kind of laid that down and made it clearer. 
Additionally, the majority of Australian participants aligned their professional 
development to competencies within Professional Standards (see Chapter Four) and 
perceived a positive benefit for their ongoing professional learning. For example, Elizabeth 
(Aus) said she referred regularly to the Professional Standards: 
When we have our career network meetings we align the content of our network 
meetings to the CICA standards, so we can make sure that we’re trying to develop 
our practical skills and knowledge in these areas. We refer to them quite regularly, 
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the State association make us aware of them. Even when they do their PDs they’re 
referring the amount of professional development hours to the CICA standards.  
The Australian participants’ reflections suggested a greater sense of professional identity 
had accrued for them since the introduction of the Professional Standards and associated 
requirements for appropriate qualifications. For example, Stephanie (Aus) thought the 
changes she had seen through requirements for qualifications for career development had 
emphasised a move to greater professionalism:  
so now to be a professional career practitioner you have to have at least the 
certificate in careers education and I think that’s what the whole process has been 
really, to make sure that everyone has a minimum level of qualification.  
Although professional learning for the New Zealand career development industry is 
not framed by the CICA Professional Standards, New Zealand participants would be 
supportive of the introduction of professional standards and there is already a perception 
of how professional standards could address gaps in the industry. For example, two New 
Zealand participants articulated that professional standards with minimum levels of 
qualifications that applied to comparable professions such as nursing and social work, 
should apply to career development. Although Anahera (NZ) thought career development 
in New Zealand had not always enjoyed an identity as a profession, she perceived 
changes which had occurred over time, including the availability of relevant qualifications 
and training, and the requirement introduced by Professional Association 2 for its 
members to engage in professional development, had changed the industry: “for me I think 
of it as a profession now.” Her self-description as a “late adopter” to career development 
as a profession included the steps she took to undertake a career development 
qualification and join a professional association because she felt her professional identity 
was at stake. The transition from thinking of herself as a career advisor whose main role 
was imparting information, to thinking of herself as a career development practitioner with 
specialised expertise was thus related in part to completion of a career development 
qualification and the adoption of terminology such as career development, which she 
perceived was better suited to her professional expertise. This concludes presentation of 
findings for professional learning. Findings for recognition of career development as a 
profession follow. 
Recognition of career development as a profession. The clear majority of 
participants thought recognition of career development as a profession was contingent on 
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standards for professional practice. Furthermore, a recursive relationship existed between 
professional learning, ethical standards, and recognition of career development. 
Participants perceived career development was a profession, yet they thought recognition 
of career development outside the field was not widespread. The majority of Australian 
participants and a few New Zealand participants perceived professional standards and 
career development professional learning as markers for greater recognition of career 
development. Because of the potential for career development practice to influence the 
lives of others, Alice (NZ) believed her career development role was “an enormously 
important role to have in a young person’s life.” She thought professional standards 
recognised professional expertise and should therefore give assurance that suitably 
qualified people were in the role.  
Participants believed career development deserved a similar status to that of other 
recognised professions. The first profession that came to mind when Tom (Aus) 
considered recognised professions was medicine, and Stephanie (Aus) thought 
professions such as engineering and accounting were easily recognised. She thought 
career development was evolving into “an actual profession, so it needs to be seen in its 
own right,” and hoped that the raised profile “might even lift the income.” Furthermore, 
Dorothy (NZ) conceptualised career development practitioners as gatekeepers of 
knowledge and opportunities for students and thought that “best practice and standards” 
which applied to other professions should apply to career development so that career 
development practitioners would be recognised as professionals. Four Australian 
participants saw the process of career development establishing an identity as a 
profession in Australia as relatively recent through the introduction of professional 
standards. In contrast, professions with qualification requirements such as accounting, 
law, medicine, and engineering were seen as having longstanding acknowledgement from 
the public as professions. For example, Jill (Aus) compared career development with the 
value ascribed to professions she viewed as not only well known but proactive in gaining 
recognition: 
No, it [career development] hasn’t always been a profession. I think it is probably 
relatively new in comparison to accounting and law and those sorts of things… 
because people value them, and they are so well known, and they have made 
themselves well-known as well. 
Participants perceived a range of factors could limit recognition by others of career 
development as a profession, including: limited awareness or understanding of the 
  124 
expertise involved, the low profile of career development within schools, and the variable 
terminology used to describe the profession. Approximately one third of participants 
articulated that limited awareness about the expertise required of career development 
practitioners was the reason for a lack of recognition of career development as a 
profession by those outside the field. For example, Tom (Aus) thought lack of recognition 
was “probably through not understanding the career development process and the kind of 
training and qualifications undertaken to be able to do the job.” He described 
professionalisation as “the transformation that takes place when a vocation becomes seen 
by others as a profession.” Similarly, Sophie (Aus) thought a lack of recognition for career 
development as a profession was a lack of understanding of the work:  
I know there’s a lot of people that wouldn’t see it as that because they’re not familiar 
with the type of work that we do…I’ve done the course [career development 
qualification] and I’m involved in the profession and I know the standards and I meet 
with other careers people. Whereas if I talk to somebody who doesn’t work in a 
school or has nothing to do with careers, they often say, “is that a job?”  
Participants articulated concern about the status of career development in the 
school context. For example, there are relatively few professional career development 
practitioners in schools, and Sophie (Aus) believed the comparatively small numbers 
impacted on the profile and recognition of career development: “in my school there’s 
me…so it’s quite a niche kind of area.” Georgie (Aus) perceived curriculum integration of 
career development as a vital step to recognise its importance for young peoples’ futures 
and in relation to the professionalisation of the industry. Within the school context Winston 
(NZ) perceived there was very little status for career development, yet some practitioners 
were role models within the profession: “You’ll find that careers hasn’t got the status, but 
there will be practitioners in our schools that bring status to careers.” Anna (NZ) thought 
there was a professional responsibility for career development practitioners to ensure 
awareness of career development “throughout the school as well as to teachers and staff.” 
Furthermore, Goldi (NZ), a qualified teacher in a New Zealand school, perceived career 
development was a profession by association with teaching: “it goes hand in hand with 
teaching and/or working with others,” a finding which is perhaps unsurprising in New 
Zealand, where the majority of career development practitioners have teaching 
qualifications. 
Almost one quarter of participants thought titles and terminology associated with 
career development impacted on levels of recognition of career development as a 
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profession. For example, Stephanie (Aus) thought practitioners who had followed “a 
recommendation that we would call ourselves career practitioners as opposed to career 
advisors or career counsellors” had created a more professional profile. In relation to the 
longstanding use of the term career advisor in New Zealand schools, Maria (NZ) believed 
it implied that anyone could do the work because the term suggested it was a one 
dimensional, information giving role: “if you think about career advice anybody can give 
advice.” She preferred the term career development practitioner as a more professional 
term. 
A few participants specified a narrow range of factors, such as school management 
decisions and government policies, which they believed assisted levels of recognition of 
career development in the school context. For example, Lu (Aus) identified the opportunity 
to attend career-related professional development as a form of recognition of career 
development by school management, and that acknowledgement of “the need for 
formalised career development in schools” was recognition by the State Government of 
the career development role. In her school, Lily (NZ) attributed school management’s 
decision to increase career development staff numbers from one to two people as 
recognition of the importance of the role. She perceived the decision had created “a bit of 
a profile” for career development. However, in both country contexts the school career 
development role remained peripheral and therefore recognition of the role as important 
had not translated into recognition of career development as a profession with equal status 
to teaching. 
To conclude, participants characterised professional standards as requirements that 
defined professional practice, and professional standards as a marker of professionalism 
for school career development practitioners. Participants perceived the professional 
learning and ethics associated with professional standards were integral to the recognition 
of career development as a profession. In the Australian sample, the CICA Professional 
Standards for career development influenced participants’ perceptions of career 
development as a profession, and their identity within the profession. There was 
widespread acceptance by Australian participants of professional standards, which the 
majority had routinely integrated in their professional learning and school career 
development practice. New Zealand participants conceptualised professional standards 
more generally as requirements of professions, including the teaching profession, although 
they identified the positive potential for professional standards for career development in 
New Zealand.  
  126 
A few participants in both samples identified the twofold responsibilities of teaching 
and career development. Australian participants who had teaching responsibilities needed 
to align their dual professional practice with teaching standards and CICA Professional 
Standards. New Zealand participants did not have guidelines from a framework such as 
the CICA Professional Standards, although a few viewed the Benchmarks as a proxy for 
professional standards. Findings for the Basic Theme professional associations follow. 
Professional associations. Participants viewed professional associations as 
integral to a profession. In the present research, a professional body is conceptualised as 
a professional organisation working on behalf of professional member associations, and 
professional associations is the term typically used by participants to identify their career 
development membership associations. Participants used the terms professional 
association and career development association interchangeably. Two key points that 
emerged in the findings in relation to professional associations will be presented: first, the 
influence of professional associations; and second, engagement in networking. 
The influence of professional associations. The clear majority of participants 
articulated that membership of professional associations was important in support of their 
professionalism in career development practice, reassurance to clients about their 
qualifications, as a degree of professional protection, and recognition of their professional 
expertise. For example, Lucky (Aus) attributed recognition of her expertise and an 
enhanced professional identity to membership of a national career development 
association and recent registration with CICA: “It’s the membership, just to say I’m a 
professional member of CICA and the national association.” Stephanie (Aus) also thought 
her State career development association, and by association CICA, was responsible for 
enhancing her professionalism through professional standards: 
When I think of a profession I think of the actual ones that have bodies or 
organisations, which oversee the members and the registration of those members. 
That’s what I would deem as a professional kind of career or someone working in a 
professional career as one that has an overseeing body…We have a copy of them 
[Professional Standards]. We refer to them continually. The State association gives 
us a copy of them...You have a responsibility to the students and to the parents and 
to the school to perform your role ethically and in a professional way. 
Similarly, Susan (NZ) viewed membership of a career development association as a 
demonstration of professionalism. She thought that professionalism should be 
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acknowledged in the New Zealand context as an important topic of discussion for school 
career development practitioners, to build greater respect for the profession:  
it’s not something that school career advisors are usually exposed to, but they could 
be and should be. I just feel that if it’s discussed, if Professional Association 1 is a 
more professional association then the community tend to take an organisation 
more—they respect it more. I don’t know why; I just feel that. And they’ll value the 
working role that we all do. 
Approximately half of the Australian participants had membership in more than one 
professional career association, yet the majority of Australian participants conceptualised 
their primary affiliation was with a regional or State professional career development 
association (see Chapter Four) and all New Zealand participants affiliated with 
Professional Association 1 and two were also Professional members of Professional 
Association 2.  
The majority of participants viewed membership of a professional association as 
reassurance to clients about the service they can expect to receive, and a few perceived 
membership as a degree of protection for themselves. For example, Goldi (NZ) described 
how a colleague’s membership of a career development association served as protection 
for her professional reputation in a legal inquiry involving a school student, suggesting 
membership of a professional association was recognised by others as an indication of 
professional expertise. 
The majority of participants thought professional associations’ advocacy role was 
important to provide a voice for members. For example, Sophie (Aus) thought there was 
potential for professional associations to do more to ensure that only suitably qualified 
individuals are permitted to claim expertise and to practise in career development. A 
recent external issue with registered training organisations was central to her assertion 
that professional associations should continue to advocate for regulatory standards and 
the professional identity of career development practitioners:  
a lot of new RTOs [Registered Training Organisations] are advertising sales jobs as 
careers advisors. So, the people that try and get people to do a course; the jobs are 
being advertised online as careers advisors, but they’re not careers advisors...and 
there’s no counselling involved. It’s a selling job...I feel the bodies that we’re 
registered with should be doing something about that.  
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Similarly, Maria (NZ), spoke about a need for a professional body to advocate for 
standards for career development in schools, to ensure accountability by Principals and 
Boards of Trustees: 
There have been instances that I’ve heard in some schools where career 
counsellors have been undermined, haven’t been given the proper tools to do the 
job or have been put in situations where they’re not safe...So having some kind of 
mechanism for professionalism from an outside body or within the school context to 
ensure those situations don’t occur. 
From Maria’s (NZ) perspective, a “mechanism” such as professional standards supported 
by a professional body could help to create safe environments for professional practice. 
Differences between contexts existed in relation to the interaction between career 
development associations and governments. Australia has State governments and a 
central Federal government, and New Zealand has one central government. In Australia 
Tom (Aus) thought a collaboration between the State career development association and 
the State government assisted the profile and understanding of career development: 
I guess also part of it is that there is a framework that can be seen by others for 
which we are operating in. I think the careers curriculum framework that the State 
government has been working together with the State careers association on, I think 
that’s been that framework.  
In the New Zealand sample participants perceived a lack of collaboration between 
government and career development associations in the New Zealand context. For 
example, in self-governing schools in New Zealand, Principals have discretion over 
spending of funds which may be nominally “tagged” by government for school career 
development. Goldi (NZ) expressed frustration that her career development association 
had not been successful in influencing government policy to ensure funding for career 
development in schools was fixed rather than discretionary funding, which might be spent 
on things other than career development when the school received it.  
Participants in both samples spoke about professional associations’ influence on 
the social process of professionalising the industry. For example, in addition to advocacy 
to policy makers for career development, Tom (Aus) articulated how membership of a 
professional association facilitates a community identity: 
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I think the professional organisation also acts as a voice for me and my colleagues 
in dealing with government, Federal and State. We’ve had some significant issues 
with a change of government here in Australia and how they changed the funding 
for many of the things that are important to career practitioners. Without a 
professional organisation you don’t have a voice that represents your views and has 
the authority to speak on your behalf.  
An idea Maria (NZ) had to enhance a professional community identity was to use 
funding from career development association membership fees to support a mentoring 
scheme by experienced practitioners. She thought this would address a gap she saw, 
particularly for beginning practitioners:  
we could have seasoned practitioners being not necessarily paid but maybe having 
their conference fee paid for if they spend so many hours helping mentor a new 
practitioner. Then you’ve got a lot more shared community particularly for those 
practitioners who work in a school on their own or maybe don’t work in such a 
supportive environment.  
The majority of Australian participants specifically identified the influence of CICA as 
a professional body. The clear majority of Australian participants thought that to be 
considered a profession should be conditional on having the oversight and monitoring role 
provided by a professional body to uphold professional standards. For example, Stephanie 
(Aus) shared her perspective on components of a profession: 
to be a profession then those people have to be, I guess overseen by a professional 
body which is responsible for providing, if you like, registration for those people to 
practise in the profession. So that it’s not anyone can just say “I’m this person and 
I’m a member of that profession.” 
Stephanie (Aus) thought there was some resistance by “some of the careers 
advisors here now in my local group,” in relation to concerns about an impact on their 
individual autonomy through governance by a professional body with requirements such 
as adherence to minimum standards, professional development requirements, and 
minimum levels of qualifications, which they may not previously have met. However, she 
believed their resistance would change over time as they became more aware of the 
benefits of the CICA Professional Standards. The majority of New Zealand participants 
similarly believed career development associations should have a monitoring function for 
members’ professional practice, yet a country wide system for supporting that function, 
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such as professional standards, had not yet been implemented. For example, Winston 
(NZ) considered New Zealand schools were not yet prepared to determine minimum 
requirements for career development practice. He speculated about the role of career 
development associations: “Should they be moving their membership towards greater 
professionalism? Yeah, probably should be.”  
Participants in both samples saw a relationship between career development 
associations, professional development, and professional standards. A few Australian 
participants made no distinction between the role CICA played in developing the 
Professional Standards and the role of member associations in monitoring them. For 
example, Lu (Aus) spoke about the role of the State career development association:  
they should play the role that they are playing, which is to monitor the 
professionalism of their members and to provide continuing professional 
development, given as I said before the role in a school is very different from the 
professional development that schools provide for teachers. So, first of all, devising 
the standards...monitoring the standards, and providing professional development in 
order for members to comply.  
In addition, Lu’s (Aus) perspective of the integral relationship between career development 
associations, professional development, and professional standards highlighted the 
distinction between the professional learning needs of teachers and career development 
practitioners.  
Six New Zealand participants perceived membership of career development 
associations was related to industry professionalisation, and Anne (NZ) articulated the 
need for the associations to initiate the process: 
I mean if people are not part of an association and there isn’t a group that is 
lobbying and working for it... I mean the standards and the expectations and the 
education and the qualification and everything need to come from within. 
Moreover, Anne (NZ) believed career development practitioners, as the people with the 
expertise and knowledge, would need to continue to drive the process. This concludes 
presentation of findings relating to professional associations. Findings related to 
participants’ engagement in networking follows. 
Engagement in networking. In relation to their school career development 
practice, participants actively engaged as members of multiple networks typically 
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connected, although not exclusively, through their professional career development 
associations. For example, Stephanie (Aus) belonged to a local network through her State 
career development association, as well as a range of other associations and social media 
networks: “I would look at things that people post on Facebook but I’m also a member of a 
few of the LinkedIn [social media] blogs relating to career development and then I’m a 
member of the American Careers Association.”  
Participants thought the professional development and training provided by their 
career development associations kept them informed, up to date, and connected in 
collegial networks. For example, Lily (NZ) spoke about access to career related 
information, professional development events, and the value of networking with 
colleagues: 
they have been my first port of call for any information I’ve needed, whether it’s 
universities or whether it’s the latest things that have come out in the careers area. 
I’ve been to everything that’s been available to me for our local association, it’s 
been really valuable, just being able to talk to people who are in the same role.  
Participants’ regular networking, often within State or national career development 
associations, included informal networking without formal structures such as provision of 
professional development or meeting agenda and protocols. An exception was a small 
network formed in Lu’s (Aus) local area, which provided professional development “only for 
Independent schools” as a forum for career development practitioners working in 
Independent schools.  
Participants valued networking within their career development associations. For 
example, Tom (Aus) said he was fortunate to have regular phone conversations or email 
communications with his career development colleagues:  
we may be talking about a particular career event that’s coming up for Year 10s or a 
particular programme that a university is running but inevitably the conversations 
lead to other things that are to do with our day to day work. I think that kind of 
feedback I value, being able to throw things up and even send out an email about 
something as simple as “I’ve got a student who wants to do work experience in 
another State. Has anyone ever had this before?” 
Some participants articulated that networking allowed them to provide support for 
others. For example, Goldi (NZ) identified how she operated as a facilitator for a network 
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that comprised career development colleagues as well as the wider teaching staff in her 
school: “The emails and things tend to come to me and then I flick them out to other 
people to see if they would be interested and we kind of work as a team.” Furthermore, a 
few participants thought that networking provided a more intimate connection to freely 
discuss issues facing school career development practitioners. For example, Jill (Aus) 
networked with a small group of career development colleagues and viewed them as 
dedicated professionals who faced similar longstanding issues: “nearly every one of them 
that I meet with and speak to says that time, school release, and money, is the biggest 
problem.” The combination of regular networking and relevant training and support from 
career development associations built practitioner confidence. For example, Dorothy (NZ) 
said, “Now having done the training and having contacts within a careers community group 
and that sort of thing gives me the confidence to practice, and I think my practice is much 
more effective.” 
To conclude, participants perceived professional associations served key functions 
within a system of interconnected relationships between career development practitioners 
and professional standards. A clear difference between the Australian and New Zealand 
contexts was the role played by CICA in relation to Professional Standards. Australian 
participants identified career development associations as integral to the oversight of 
members’ accountability and compliance with the CICA Professional Standards. In the 
New Zealand sample, the majority of participants thought career development associations 
should have a role in oversight of members’ professional practice.  
Participants from both countries valued the wide-ranging support provided by career 
development associations, including the provision of professional development and 
training, a voice representing the field, protection for a professional reputation, and 
opportunities to make and maintain connections with career development colleagues. In 
addition, networking allowed participants to readily form or join groups, and access 
information and support for their professional practice at their convenience. Networking 
provided participants with an additional social means of staying connected to like-minded 
colleagues within and alongside the more formal structures of professional associations. 
This concludes the section detailing findings within the Organising Theme Components of 
a profession. In the next section, findings within the Organising Theme Career 
development practitioner will be presented.  
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Career Development Practitioner 
This Organising Theme aggregated findings from the two Basic Themes, 
professional competencies, and managing change, which highlighted how participants 
conceptualised their professional practice in career development in the school context. 
Professional competencies. Participants discussed how the seven broad 
categories of competencies in the CICA Professional Standards were integrated in their 
individual practice. The seven competencies are discussed in order as follows: career 
development theory, labour market, advanced communication skills, ethical practice, 
diversity, information and resource management, and professional practice. Participants 
were familiar with the broad categories of the competencies in the CICA Professional 
Standards. Australian participants referred to specific applications of the competencies in 
the CICA Professional Standards within their individual practice, and New Zealand 
participants commented in more general terms. In both samples, levels of integration of 
the competencies within individual practice varied across the seven broad categories. 
Participants identified constraints which impacted on levels of integration of the 
competencies in their individual practice, for example time limitations, lack of expertise, 
and the challenge of managing resources. Presentation of findings related to the career 
development theory competency follows. 
Career development theory. The majority of participants were aware of the 
competency career development theory although one Australian participant and one New 
Zealand participant, neither of whom had career development qualifications, had limited 
understanding of the theoretical base of career development practice. For example, the 
one Australian participant who did not have a career development qualification derived 
understanding of career development theory from industry feedback, the State careers 
curriculum framework, and professional development learning. Some participants 
perceived use of career development theories was an individual choice relevant to their 
school context. For example, Lu (Aus) said she had been discussing theoretical 
frameworks with colleagues: “most of the people in my inner network don’t find that they 
use it very much,” and Sophie (Aus) commented that her capacity to integrate career 
development theories was constrained by limited time determined by the structure of the 
school day and the numbers of students. For example, some student appointments might 
last for only twenty minutes, therefore it was a challenge for her to use narrative theory, 
which required a sustained period of time. In the New Zealand context Anne (NZ) said it 
  134 
was challenging to discuss theoretical frameworks with colleagues who did not understand 
the link between career development theory and practice: 
I think it is very much an individualistic thing. I think as a career practitioner in a 
school you are always sort of fighting what’s happening in the greater school 
dynamics. I think sometimes it’s quite hard to demonstrate that [career development 
theory] within the school dynamics...so unless you can align it with something else 
that is happening… 
To facilitate the integration of theory and practice, Dorothy (NZ) asserted that 
practitioners need expertise gained through a career development qualification: 
with an understanding of the theory behind things you can place the right activities 
and work with students...you need to do some study, otherwise you’re just doing it 
off your own sense of what you think is right. 
Findings for the labour market competency follow. 
Labour market. In contrast to the variable levels of integration by participants of 
career development theory into professional practice, levels of integration of the labour 
market competency into professional practice were consistently high. All participants 
described the importance of helping students understand trends and opportunities for 
employment. For example, Elizabeth (Aus) identified the need to interpret labour market 
trends and to manage and communicate that information effectively: 
career development practitioners need to know about what’s happening in the 
labour market and where the jobs are, where the skill shortages are and that sort of 
thing. We try and provide that information to students as best as possible. 
Findings for advanced communication skills follow. 
Advanced communication skills. Some participants conceptualised a hierarchy of 
competencies. For example, Tom (Aus) identified communication skills as critical and 
wide-ranging in application for his career development role both within the school context 
and for engaging with external stakeholders: 
Communication skills are probably the most critical of all counselling skills. As a 
professional career practitioner, I have a duty to be able to listen and engage in 
productive communication that meets my clients’ needs. Not only engaging with the 
client but also engaging with industry or engaging with employers and also 
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engaging with parents, so verbal and listening skills but also communication skills 
using the phone and email. 
Similarly, Anna (NZ) thought demonstrating the competency of advanced communication 
skills was most essential: “That’s all we do all day is communicate. It’s everything I do, all 
day. So, whether it’s an email or talking at leavers’ meetings or talking to staff, that’s all I 
do.” Because Sophie (Aus) was employed in an ES role and did not have a teaching 
qualification or experience delivering to groups, she identified a need to address the 
advanced communication competency and undertook training in that area:  
That [advanced communication skills] is in everything. So that could be from talking 
to the Principal, giving a presentation to teachers, to the counselling itself with 
students. For myself I went and did a couple of extra courses to help me with that… 
and that helped me do presentations. When I first started I had to do presentations 
to classes and I hadn’t done anything like that before, so I felt that I had to really 
know more about the teaching, about how to teach things. 
Participants believed the importance of developing and maintaining relationships 
and demonstrating advanced communication skills in their role had implications for the 
professional attributes expected of practitioners. Findings for diversity follow. 
Diversity. Participants’ understanding and interpretation of the diversity 
competency varied, which impacted integration of the competency in practice. For 
example, rather than diversity, Maria (NZ) used the term inclusion to recognise and 
respect differences for “working with diverse needs students in an inclusive way.” Some 
participants perceived professional development could address gaps in competencies 
such as diversity. For example, Steph (Aus) had undertaken courses to increase her 
competency in recognising and working with diversity: 
Diversity is a little bit harder for me because I’m in a private school, so many of our 
kids are similar, sort of middle-class background but we do have kids from North-
East Africa and they’re a lot harder to help moving forward...I mean I’ve done PDs 
for students with Aspergers and even mild autistic kids...so even though you don’t 
get a large number, you’ve still got to be across what you would do if you do...So 
you just have to be aware of the fact that everyone’s not the same.  
Although Steph (Aus) had engaged in professional learning to increase her own 
competency, she indicated that her private school was constrained by a lack of diversity 
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and consequently the school was not well prepared for supporting diversity, which in turn 
impacted on her capacity to integrate diversity competencies in professional practice. 
Findings for information and resource management follow. 
Information and resource management. Participants viewed the competency of 
information and resource management as a challenge, particularly to manage the volumes 
of information received on a daily basis. For example, Elizabeth (Aus) said the challenge 
of managing the flow of information was an ongoing issue: 
There’s so much information. It is another critical competency. There’s just so much 
information and it drives everybody crazy in our network. We are just constantly, 
“how can we manage our information better?” ... it’s really important to look into 
electronic options, managing your counselling notes as well to make sure they’re 
ethically correct and you’re keeping them in a safe place and keeping confidentiality 
and keeping them for the right amount of time. 
The need to process, filter, and disseminate large volumes of information to 
students required practitioners to stay up to date in their individual practice. The capacity 
and capability to manage information and resources was a professional competency which 
Anahera (NZ) thought required the support of school management: “it absolutely depends 
on the generosity of the senior leadership team. I’ve seen schools where I think...how do 
you do what you do on your budget and with your resources?” The support of school 
management and the provision of relevant resources were therefore important factors to 
help practitioners integrate elements of the information and resource management 
competencies in their practice. Findings for professional practice follow. 
Professional practice. Interpretations of the professional practice competency 
varied, yet all participants perceived they were demonstrating professional practice in 
career development. For example, Anne (NZ) broadly conceptualised competency in 
professional practice as “just part of everything you do really,” whereas Sophie (Aus) 
identified specific responsibilities: 
professional practice covers...I see that as covering all of those other things, so 
you’ve got to have ethics, you’ve got to have communication skills, but we have to 
then meet certain requirements for the government, follow rules of work experience 
and make sure you’ve got career pathway planning. So being aware of the timelines 
of everything each year, when everything is due. 
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The majority of participants associated competency in professional practice with 
competency in ethical practice. For example, Elizabeth (Aus) thought working in a school 
environment required respect for the privacy of individuals, and the responsibility “to 
perform your role ethically and in a professional way.” Maria (NZ) was unsure how 
uniformly ethical practice was integrated in schools across the education sector: “that’s 
where there’s lack of supervision so therefore it would be hard to quantify whether that 
was happening across the board.” She perceived career development professional 
standards could address the issue of adherence to ethical practice through systems to 
monitor adherence to relevant competencies within the standards.  
To conclude, participants conceptualised competencies differently and in turn levels 
of integration in their work varied. Australian participants’ conceptualisation of the 
competencies as their practical guideline for professional competency and conduct 
emphasised the relationship between the CICA Professional Standards and professional 
competencies for school career development practice. The CICA Professional Standards 
competencies did not apply in the New Zealand context, yet participants could identify, in 
relation to their individual practice, the elements of the seven broad categories of 
competencies in the CICA Professional Standards. The next section will present findings 
from the Basic Theme managing change. 
Managing change. Participants perceived multiple changes had impacted on their 
career development practice. Participants spoke about managing such changes and 
identified additional changes they would like to see. Potential change agents participants 
identified, which will be discussed in order, were: the economy, government, professional 
associations, professional standards, school management, and technology.  
The economy. Participants viewed the economy as a potential change agent. 
Changes in the labour market that impacted on opportunities for students had a flow on 
effect for career development practice. For example, Lu (Aus) thought it was demanding 
“keeping up with the changing role of work. Work areas are very much more rapidly 
changing in the 21st century and that’s a major challenge.” Some participants perceived 
changes in the economy and societal expectations had impacted to make the school 
career development role more challenging to manage. For example, Dorothy (NZ) thought 
that alongside greater opportunities for students, society had greater expectations of 
schools: 
We’ve got more students staying on at school...I think students find it harder now to 
find their way in the world, so they require more help. I think society’s expectations 
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of what schools deliver has risen as well. I think maybe too there’s more of an idea 
now that you can kind of create your own future...now things seem to be more open 
with more opportunities so it’s harder to negotiate that.    
In the New Zealand context, Maria (NZ) identified an increasing expectation across 
employment sectors for higher level qualifications. The implication was that career 
development practitioners need to ensure currency in their professional competencies to 
effectively assist students in their transitions and decision making. Findings for 
government as a potential change agent follow. 
Government. Participants in both samples identified changes they had seen or 
would like to see from the government in their respective countries. For example, Lu (Aus) 
thought an initiative to fund practitioner training towards career development qualifications 
was a positive change towards consistency in professional practice: 
In later years, say the last five years, the [State] Government has seen the need for 
careers counsellors in schools and they provide free training... So, in the past, in 
government schools primarily, careers practitioners have just fallen into the 
role...and that’s been quite problematic because it’s been very ad hoc in the past. 
In addition to the provision of resources for schools, Tom (Aus) thought the 
government should have a role in leading change through ensuring access to relevant 
information and professional development: 
I think partly it’s about providing leadership in things like curriculum development, 
career curriculum development or about professional development opportunities 
...providing opportunities for us to be exposed to international thinking where we 
wouldn’t have access to otherwise, as well as the day to day resourcing. 
The New Zealand participants acknowledged the government’s introduction of 
education initiatives such as Vocational Pathways (see Chapter Two), yet the majority 
asserted government should do more to support career development. For example, 
Dorothy (NZ) thought career development practitioners should have equivalent recognition 
of leadership within the school as others in similar positions of responsibility, and Anne 
(NZ) and Susan (NZ) thought the government should establish legislation for ratios of 
students to career development practitioners in schools. In the Australian context, Georgie 
(Aus) similarly believed the existing ratio of practitioners to students needed to be 
addressed by government to alleviate the pressure in some schools, which “might have 
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800 students and you’ve got one dedicated career advisor...it’s physically not possible to 
get around all of those students to try and develop their career aspirations.” 
Participants viewed government investment in education as critical for career 
development in schools. For example, Stephanie (Aus) reflected that government reviews 
of career education in schools had the potential to impact positively on the profile of career 
development:  
I think when the Education Minister put some money towards the research to 
actually work out why careers education wasn’t regulated if you like in schools, or 
as a profession, that was the best thing that ever happened in Australia. 
Furthermore, some participants wanted specific legislative changes to support 
career development. For example, Jill (Aus) said the government should mandate career 
development programmes in schools and support practitioners’ professional learning: 
they would have to get the career practitioners better qualified, they would have to 
help them get the qualifications ...that’s probably the only way that it is ever going to 
improve. The community sees it as important, but the community doesn’t fund the 
schools. 
Findings for professional associations as a potential change agent follow. 
Professional associations. The majority of participants viewed professional 
associations as potential change agents for school career development practice. In 
addition, Lu (Aus) described the positive impact of an overarching professional body such 
as CICA: “to have an umbrella organisation where you could join which could differentiate 
you from anyone who just put up their shingle and said they were a career professional, 
has made a huge difference.” Participants in the New Zealand sample wanted their 
professional associations to bring about further changes. For example, Maria (NZ) said 
she would like to see career development associations getting involved in more mentoring 
and greater resource sharing for career development practitioners in schools, and Anahera 
(NZ) thought more collaboration was needed between the two New Zealand career 
development associations: “wouldn’t it be great if in five years’ time there’s a working 
towards one organisation that’s not about the hijacking of one for the other but as a 
partnership?” Findings for professional standards as a potential change agent follow. 
Professional standards. In the Australian sample, seven participants identified 
positive changes specifically for school career development practice brought about by the 
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CICA Professional Standards. One participant, who combined curriculum subject teaching 
with career development, was unsure of the overall impact of professional standards for 
schools, and one, who did not have the relevant qualification, thought the requirement for 
a career development qualification was a limiting factor for her because she had not been 
able to complete the qualification due to ill health. According to Lu (Aus), who worked in a 
non-Government school and saw some differences between government and non-
government schools, professional standards were the most significant beneficial change to 
impact on her school career development practice: 
the most beneficial change is having some standards...in government schools it has 
made an enormous difference because it is mandated that there are class times 
allocated, but in Private schools, I have had informal meetings about my 
programme and what is useful and what is not. For example, work experience is 
something that has been made compulsory in my school. 
New Zealand participants perceived standards as agreed requirements for 
professional practice. Nine New Zealand participants perceived there would be positive 
changes specifically for school career development practice brought about by the 
introduction of professional standards. For example, Maria (NZ) said she would like to see 
“an overarching model where we’re setting the standard internationally, not just nationally,” 
and Anne (NZ) thought that because the industry is unregulated and not yet clearly 
defined, it would be a challenge in New Zealand without professional standards to 
establish “a clear niche for career development.” Participants in the New Zealand sample 
had limited understanding of the difference between professional standards and the 
Benchmarks. Six participants viewed the Benchmarks as an important change factor in 
schools. For example, Susan (NZ) thought the Benchmarks had facilitated movement to a 
whole-school approach to career development and that there had been a necessary 
change in terminology to use of the term career development. Findings for technology as a 
potential change agent follow. 
Technology. Participants identified technology as a potential change agent for 
career development. The majority of participants thought technology accrued benefits for 
school career development practitioners in relation to greater access to information, yet 
navigating the associated challenges required adaptability. For example, Sophie (Aus) 
said she had seen increased availability and use of online resources and thought 
technologies in schools should be standardised for greater efficiency: “there’s still some 
people that use paper and, in my school, we’ve had four different student management 
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systems in six years.” Participants viewed technology as an important change factor they 
needed to manage. For example, Dorothy (NZ) thought technology had significantly 
impacted information management in her school practice: 
It used to all be boxes and boxes of print-based materials and now the good stuff is 
on the internet. You do need to be able to distinguish between the stuff that’s useful 
and appropriate for students to use and the stuff that’s not. 
Findings for school management as a potential change agent follow. 
School management. The majority of New Zealand participants and a few 
Australian participants described school management as a marker for change in their 
school career development practice. For example, Jill (Aus) believed the most important 
change needed was in relation to the time allocation for the role, although she had recently 
seen greater support from her school management: 
Well this year they have given me a little bit more time to do some more things that I 
thought were necessary, so we will see how things go with that. The support from 
the school needs to be in terms of time rather than the majority of other things. 
The suggestion emerged in the New Zealand findings that positive changes had 
occurred in some schools. For example, Dorothy (NZ) said there were some schools which 
now expected career development practitioners to have a career development 
qualification, and Susan (NZ) viewed Principals as potentially enabling positive changes 
through promoting understanding of the need for career development: “If every school 
Principal in the country was giving the Ministry of Education a message, that might enable 
them to see the need.” However, Goldi (NZ) identified the alternative, less desirable 
outcome when management decisions reduced resources and staffing: 
a lot of the people I’ve talked to recently are struggling with the fact that the 
resources are constantly being cut and so careers constantly gets cut back and 
you’re expected to do the same amount of work or more, with less resources. 
However, the few positive changes in the New Zealand context had yet to have a 
widespread influence on standards for career development across the school sector. 
To conclude, participants perceived a diverse range of changes and potential 
changes, such as the reduction of resources or reduced time allocations for careers, which 
inhibited their practice. In the New Zealand sample participants perceived the need for 
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greater advocacy by professional career development associations for government to 
enhance career development practice and enable practitioners.  
A recurring theme was the depiction of change as a two-edged sword that 
promised, for example, greater access to information through technology, yet demanded 
higher levels of skill in processing and managing content. Participants in both samples 
identified that some changes that impacted on their school career development practice 
occurred external to the school context and others occurred within the school context, 
highlighting that to effectively assist students, career development practitioner knowledge 
and expertise must be relevant to the school context as well as the wider world of work. In 
addition, the need for school career development practitioners to be sufficiently adaptable 
and sufficiently supported highlights the usefulness for practitioners to collect information 
on the impact of their interventions. Implications include the potential for impact 
assessment to further professionalise the field and enhance understanding of the value of 
career development services. In turn, greater recognition of the profession is likely to 
ensue, including the potential to move career development from the periphery of school 
curricula to a more central position. 
The CICA Professional Standards were a recurring theme in participants’ 
perspectives about managing change and attributed by the majority of Australian 
participants as impacting positively on career development practice, and by the New 
Zealand participants as a change factor they thought could enable school career 
development practice. This concludes the findings within the Organising Theme Career 
Development Practitioner. A summary of the chapter follows. 
Chapter Summary 
The Global Theme Professionalisation, which provided the organising structure for 
this chapter, was conceptualised by participants as a process of gaining recognition for the 
experience and expertise of career development practitioners as professionals. 
Participants demonstrated a strong value and belief in the role of career development and 
held aspirations for professionalising the field. Specifically, participants identified a need 
for support in their work context to ensure the provision of school career development 
services is professional. Based on the findings it seems that even those who entered 
without specific background in the field have come to see and believe in the power of 
career development, and thus aspire to have the field recognised. The participants believe 
career development deserves the status of a profession. However, perceptions about the 
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levels of professionalisation of the career development industry differed within and 
between contexts. Australian participants perceived the Professional Standards had 
positively influenced the professional status of career development, and the New Zealand 
participants were seeking the benefits they perceived professional standards would offer. 
Specific conditions for the status of career development as a profession emerged 
within the Global Theme Professionalisation. For example, conditions included the 
implementation of professional standards, membership and engagement in relevant 
professional associations and networks, the professional competencies of practitioners, 
and the adaptability of practitioners to manage change over time. Foremost of the changes 
impacting on the status of career development as a profession in the Australian context 
was the introduction of the CICA Professional Standards in 2006. In the New Zealand 
context, participants were seeking the influence of professional standards to enhance the 
professional status of career development, specifically in their school career development 
practice. The chapter which follows will present a detailed discussion of the findings in 
Phase One and Phase Two.  
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Chapter Six 
 
Discussion of Findings 
This chapter discusses the findings presented in Chapters Four and Five according 
to the research questions that underpin this thesis. The overarching research question 
was: What are the perspectives of school career development practitioners in Australia 
and New Zealand about professional standards and professional identity? The supporting 
research questions were: What are the characteristics of the professional context of school 
career development practitioners in Australia and New Zealand? and How do Australian 
and New Zealand school career development practitioners understand the relationship 
between professional standards, professional Identity, professionalism, and 
professionalisation? To answer these questions I employed narrative inquiry methodology 
using semi-structured interviews. Interview data were analysed using thematic networks.  
The process of integrating and synthesising the primary findings and literature 
within this chapter is informed by the narrative method and the thematic networks used to 
analyse the data (see Chapter Three). The Phase One thematic networks Professional 
Context and Professionalism embodied the socially constructed nature of the participants’ 
professional context and their professional identities as school career development 
practitioners. The implications of the different country contexts and the introduction of 
professional standards provided additional lenses from which to view the participants’ 
understanding of their professional identities and their sense of belonging to a profession.  
The themes and patterns in the Phase Two thematic network Professionalisation 
characterised a relationship between how an industry professionally develops and how 
individuals professionally develop. The thematic networks made explicit a connection 
between the two Global Themes from Phase One about the professional context and what 
becoming a professional means for the participants and the Global Theme about 
professionalisation in Phase Two. The thematic networks thus support the aim of the 
research to investigate the similarities and differences between school career development 
practitioners in Australia and New Zealand about their understanding of their professional 
identity. Professional standards emerged in the thematic networks as a common element 
in how a profession defines itself and constructs a professional identity and how 
individuals understand professionalism and construct a professional identity.  
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The chapter is structured in two sections, each responding to one of the two 
supporting research questions. The section following relates to the first supporting 
research question.  
What are the Characteristics of the Professional Context of School Career 
Development Practitioners in Australia and New Zealand? 
This section addresses three key findings that emerged in relation to the 
professional context of school career development practitioners: pathways to employment 
as school career development practitioners, the peripheral place of career development in 
the school context, and the influence of government policy and school decision makers on 
practitioners’ perspectives of their school career development role. Each will now be 
discussed. 
Pathways to Employment as School Career Development Practitioners 
Entry to the school career development role in Australia and New Zealand does not 
require qualifications specific to career development. Previous literature (Andrews & 
Hooley, 2017; McMahon, 2004; OECD, 2004a, 2004b) has identified the importance of 
specialised knowledge for the field of career development, yet entry to the profession by 
individuals without relevant qualifications or training continues as the status quo in many 
countries, including the present research contexts. The OECD and the European 
Commission conducted wide-ranging cross-country reviews of national career 
development policies between 2001 and 2003 (OECD, 2004a,) and found the training and 
qualifications of career development practitioners in many countries had substantial gaps 
and weaknesses. The OECD review identified these shortcomings as a potential barrier to 
implementing key public policy objectives such as lifelong learning and active labour 
market policies (OECD, 2004a). The development of a competence framework for career 
development practitioners, targeted training programmes for career development 
qualifications, and a register of career development practitioners were identified as 
examples of effective remedial responses. Entry to the school career development 
practitioner role without relevant qualifications or training “has always been a deep irony” 
(Andrews & Hooley, 2017, p. 159) given that their work includes promoting the acquisition 
of future-focussed skills and qualifications for young people. The current reality in school 
contexts in both Australia and New Zealand is that a minimal standard of training and 
qualifications in the field of career development cannot be guaranteed. The professional 
requirements for entry to the field for career development practitioners differs markedly 
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from other professions such as teaching where qualifications guide entry to the field. This 
suggests that in the school context employing authorities value the role of teacher more 
highly than the career development practitioner role. Furthermore, an emergent tendency, 
perhaps unintended, is that the inequity pits one group of professionals (teachers) against 
the other (school career development practitioners) in the school system. 
The Australian finding that the clear majority of participants had completed career 
development qualifications broadly aligns with the 2017 survey of school career 
development practitioners (Career Industry Council of Australia, [CICA], 2017) which 
reported that 87% possessed formal career development qualifications, a 6% improvement 
in uptake of qualifications since 2015, suggesting that the Professional Standards could be 
making a difference and that even though schools are not requiring the qualifications, 
practitioners are completing them. In the present research, Australian participants were 
found to have divergent occupational backgrounds, corroborating the results of a 2012 
survey of Australian career development practitioners that found divergent backgrounds 
(Athanasou, 2012a). The Australian findings of different occupational backgrounds are not 
surprising given that the minimum professional qualification is at postgraduate level. 
Although divergent backgrounds were not a limitation for employment as school career 
development practitioners, and related professional backgrounds such as teaching, or 
psychology may provide skills and knowledge that are transferable to career development 
practice, they do not guarantee an “appropriate theoretical and practical background” 
(McMahon, 2004, p. 28). 
The remaining individuals without career development qualifications in school 
career development practitioner roles suggests employing authorities were either 
continuing to recruit individuals without career development qualifications for the role or 
individuals in the role were not undertaking them. In alignment with the Australian findings, 
previous research showed that experienced classroom teachers in Queensland were 
engaging in school career development service provision without a career qualification 
although they understood the need to upskill (Schloss, 2011). They valued subsequent 
completion of a paraprofessional Certificate IV career qualification (Schloss, 2011) that 
reflects their roles at a paraprofessional level in supporting students to develop education 
and training plans. For the ongoing professional school career development role, the 
minimum degree level qualifications other professions require suggests the relevance of 
minimum career development qualification levels, such as the postgraduate level for 
Professional Members of CICA member associations.  
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The Australian findings must be considered in the context of the CICA Professional 
Standards (see Chapter Two), which guide practitioner entry to the industry through 
professional career development associations. Entry level qualifications, such as the 
Associate level Certificate IV career qualification, and Professional level graduate 
certificate qualifications determine membership levels of the CICA membership 
associations (CICA, 2011). Entry to the school career development practitioner role 
without a career qualification is at odds with the intent of the Professional Standards to 
demonstrate the professional status of career development practitioners. Moreover, in the 
Australian findings, school employing authorities are not routinely using career 
development qualifications to guide entry to professional school career development roles, 
highlighting the professional status of career development is not recognised in the same 
way as the professional status of teaching in the school context. Pay implications 
connected with employing people who are more highly qualified may influence employing 
authorities to appoint individuals who will not add further costs to school budgets, a factor 
noted in the appointment of “cheaper” (OECD, 2004, p. 98) non-teaching career 
counselling staff to school career roles in the Netherlands.  
In the New Zealand sample participants either had career development 
qualifications and/or experience in the school career development practitioner role, 
highlighting variable understanding by employing authorities and practitioners about 
qualifications to guide entry to the career development profession. The lack of nationally 
agreed professional standards might explain this variable understanding in the New 
Zealand context. The New Zealand findings are broadly in alignment with the 2012 New 
Zealand Government’s Education Review Office (ERO) review of secondary school career 
services, which found that in the well-performing schools, practitioners were either well 
qualified and/or experienced, confirming that qualifications were not required for 
employment. Previous research by Furbish and Reid (2013) investigating best practice in 
New Zealand schools similarly found a combination of relevant career development 
qualifications and/or experience within the participant group, although the absence of 
formal qualifications was identified as potentially limiting the refinement of participants’ 
practice, reflecting their lack of exposure to career theory and research.  
In the Australian and New Zealand context recruitment and entry to the school 
career development role could occur informally and by happenstance. The Australian 
finding that one participant was appointed to the school career development role without a 
formal application and interview process stood out from the other Australian appointments. 
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That is, a Principal summarily appointed an administrative support person who had not 
previously expressed interest in the role, to fill a vacancy in the school careers/work 
experience role. In contrast, the other Australian participants were either qualified teachers 
in schools, or seeking to return to the school context as school career development 
practitioners, or non-teachers from fields external to the school context, who were actively 
seeking work as school career development practitioners.  
The New Zealand finding that recruitment happened without applications or 
interviews for three participants suggests that appointments are made irrespective of 
qualifications, training, or suitability for the role. A possible explanation could be the 
autonomy of Principals in self-managing schools. Another explanation could be the lack of 
understanding by employing authorities of the specialist nature of the career development 
practitioner role. This New Zealand finding is supported in research (Irving, 2011a) that 
found a sense of patronage in the recruitment process for career development 
practitioners in New Zealand schools whereby authority figures, such as Principals, act 
benevolently to appoint people to the role.  
Participants completed their career development qualifications and training at 
different stages (e.g., before and after entry to the school career development role). 
Almost three quarters of participants had entered the school career development 
practitioner role without a career qualification and approximately half completed after 
entering the role, and one New Zealand participant was completing. Through these 
findings an impression builds up of career development as a less regulated, more loosely 
organised field than other established professions, such as the expectation that teachers 
and psychologists acquire requisite skills, qualifications, and experience prior to 
professional role entry. Moreover, with the exceptions of South Africa and Quebec in 
Canada, governmental regulation and policy guidance about the minimum qualifications 
and standards to deliver careers work have not been implemented for the career 
development profession. Similarly, European research about the training and qualifications 
of career development practitioners found they undertake training at various stages in their 
career: “pre-service, at induction, or on a continuing in-service basis” (CEDEFOP, 2009, p. 
22).  
Participants’ career pathways and employment conditions were found to vary within 
and between contexts. In the Australian sample almost half of the participants had 
teaching qualifications and the remainder who did not were employed in a para-
professional Education Support (ES) role. Education Support is a category for individuals 
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who are employed in government schools as non-teaching support staff in the State of 
Victoria, including in career development roles, the Australian context for the present 
research. One ES person entered the school career development role without a 
qualification, and the ES staff had more diverse occupational backgrounds compared to 
teacher-trained participants. However, in the Australian sample no discernible difference 
existed between role activities described by Education Support and teacher-trained 
individuals in full time school career development practitioner roles. In addition, two of the 
five participants in ES roles were the single individuals responsible for career development 
in their schools. Participants who were ES staff were paid at a lower rate than teacher-
trained career development practitioners; a situation two participants in ES roles 
suggested was financially convenient for the schools. Furthermore, one participant in an 
ES role suggested appointment of ES staff was a potential source of tension between ES 
staff and teacher-trained career development practitioners who might question the 
decision of employing authorities to appoint individuals without teaching qualifications to 
full-time, school career development practitioner positions. 
The majority of Australian participants who completed career development 
qualifications before entering the role were employed in ES roles and the majority who 
completed career development qualifications after entering the role had a teaching 
qualification. In addition, the finding that the clear majority of Australian participants 
completed their career development qualifications after the introduction of the CICA 
Professional Standards are in accord with Athanasou’s (2012a) results, which showed the 
majority of participants qualified within recent years. Moreover, Athanasou’s study found 
practitioners with qualifications obtained prior to 2000 were few and far between, 
suggesting the growing number of career practitioners with career qualifications may be 
“directly related to the introduction of professional standards” (p. 5). 
No ES role equivalent existed in New Zealand schools although support staff were 
available to carry out tasks such as organising work experience for students. The clear 
majority of New Zealand participants were teacher-trained and the majority of those were 
working in government schools on entry to the career development practitioner role. The 
remainder, who entered the role from outside the school context had teacher training and 
previously worked in government schools, suggesting schools’ preference for employing 
teacher-trained staff in career development practitioner roles. The minority of New Zealand 
participants without a teaching qualification were employed in non-government schools. 
Similar to previous research (Irving, 2011a) the majority of New Zealand participants, 
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mostly teachers, had completed career development qualifications after entering the 
school career development role. However, the New Zealand finding differs from a previous 
finding that few New Zealand school career advisors hold careers-specific qualifications 
(Vaughan & Gardiner, 2007). An explanation could be the sample size, or that since 2007 
more New Zealand school career advisors have undertaken career development 
qualifications, which have been available in New Zealand since 1996. Another possible 
explanation is the promotion by CDANZ of the need for career development qualifications 
for practice in the field, and that from 2008 new Professional members of CDANZ were 
required to have a career-specific qualification at diploma level or above. 
An impression builds up in both samples that participants who were teachers first 
had a more direct educational and occupational pathway in preparation to enter the school 
career development role. Non-teachers, however, had a more ambiguous route to enter 
the role. Furthermore, Australian and New Zealand participants’ qualifications in fields 
other than career development were at degree or higher level, highlighting a relatively well-
qualified cohort across diverse occupational fields. The Australian findings are different 
from the results of previous research (Athanasou, 2012a) that showed just over half of the 
participants had an academic qualification at degree level or lower. A possible explanation 
could be the numbers of participants with undergraduate teaching qualifications in the 
Athanasou study, which comprised a majority of school career development practitioners. 
The Australian participants’ career development qualifications were at postgraduate 
level, consistent with the CICA Professional Standards requirement for professional 
membership of CICA member associations, and previous research (Athanasou, 2012a; 
Lester, 2009). Athanasou found the majority of participants who cited career qualifications 
had completed at postgraduate level. Previous international research by Lester, 
investigating routes to qualified status, linked the achievement of a degree or postgraduate 
qualification to qualified status. Unlike other professions, the CICA Professional Standards 
guide entry to the professional level of the field by endorsing postgraduate qualifications 
that provide specialist career development skills and knowledge, and build on 
complementary skills from other professions.  
The New Zealand participants’ career development qualifications ranged from sub-
degree certificates to postgraduate levels, in accord with previous New Zealand research 
investigating school career development, which found a range in career development 
practitioner experience and qualification levels, including career development 
qualifications, in New Zealand schools (Education Review Office, 2012). However, the 
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New Zealand findings are different from previous research investigating career education 
in New Zealand schools that found from the 15% of respondents with career-related 
qualifications, 12% had completed at post-graduate level (Vaughan & Gardiner, 2007). An 
explanation may be the small sample of qualified practitioners within the 2007 study, and 
the qualifications available in New Zealand at the time. A possible explanation for the 
difference in findings between Australia and New Zealand is that in New Zealand there is 
no national professional body to guide entry to the profession, or to set the level of 
qualification at the postgraduate level for professional membership of career development 
associations. International trends reflect a shift to raise levels of qualifications through 
delivery of university-level training, and potentially to move towards “common-core 
elements of training” (CEDEFOP, 2009, p. 25). However, the New Zealand findings are not 
reflective of those trends, suggesting a limitation on levels of skill development for New 
Zealand school career development practitioners. The New Zealand findings are in 
alignment with the notion in previous research that greater research attention is needed to 
address the issue of training, skills, and qualifications of career development practitioners 
(McCarthy, 2004), to provide evidence for decision making by policy makers about 
minimum qualification levels needed for employment in the profession.  
Australian and New Zealand participants differed in understanding of how 
qualifications guide entry to the career development profession. The CICA Professional 
Standards influenced Australian participants’ perceptions. For example, the majority of 
Australian participants were aware of how the Professional Standards guide entry to the 
profession and had a detailed and specific knowledge of requirements for minimum levels 
of qualifications, specifically in relation to membership levels of professional career 
associations. Similarly, Athanasou (2012a) found that career development practitioners 
believed Professional Standards had clarified entry pathways for the career profession and 
that their professional career associations complied with the Standards. Furthermore, in 
the Australian sample, participants who joined a professional career development 
association before the introduction of Professional Standards in 2006 were more aware of 
the rationale for Professional Standards than those who joined after 2006. An explanation 
may be the concerted efforts of CICA (see Chapter Two) to inform stakeholders about the 
background and rationale for Professional Standards in the lead up to their introduction in 
2006. The New Zealand participants were able to articulate generally a rationale for 
adopting professional standards for a profession, in accord with previous New Zealand 
research suggesting that participants for the most part, “accept the relevance of 
professional standards” (Furbish, 2012, p.15). This concludes the section on pathways to 
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employment as school career development practitioners. A discussion of findings related 
to the peripheral place of career development in the school context follows. 
The Peripheral Place of Career Development in the School Context 
A combination of factors related to school career development roles, programmes, 
and services was found to compromise school career development practitioners’ capacity 
to provide a comprehensive programme for all students. Foremost of these factors is the 
peripheral place of career development in the school context. The combinations of the 
peripheral role of career development, lack of support, and limited time may predispose 
career development practitioners to stress and burnout. Such concerns have emerged in 
the career development research internationally. For example, Mullen and Gutierrez 
(2016) investigated the relationship between school counselors’ reported levels of burnout, 
perceived stress and their facilitation of direct student services. They found the burnout 
and stress experienced by school counselors is likely to have a negative influence on the 
services they provide to students. Furthermore, previous Australian research (Kelly, 2012) 
identified the issue of role diffusion, stress and burnout. Those findings showed that school 
career practitioners perceived their capacity to meet role specifications was diminished by 
combinations of lack of support within the school context, lack of a career path, increasing 
role demands and varied role expectations. In addition, the sense of professional isolation 
articulated by approximately one third of participants contrasts with the perception that 
their mostly team-based curriculum subject teaching colleagues had collaborative working 
relationships, reinforcing the perception of the career development role as peripheral. 
Approximately one third of Australian and New Zealand participants were working 
part-time or holding multiple roles including core curriculum subject teaching in addition to 
the career development role. The majority of participants perceived a full-time career role 
was preferable to part-time roles. In addition, the majority of participants viewed multiple 
roles as a barrier to effective career development practice. They preferred full-time roles 
yet were typically the only career development practitioner in the school and were 
managing multiple roles, reinforcing their sense of the marginalisation of the career 
development role and services. This finding is broadly in alignment with previous research 
investigating negotiation of multiple roles and identities that found taking on numerous 
identities can be either detrimental or beneficial depending upon the importance of and 
relationship between the identities, and the level of support available to individuals (Brook 
et al., 2008).  
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The finding that few Australian participants had part-time roles differs from previous 
research (Athanasou, 2012a; CICA, 2017) that found more than half of the school career 
development practitioner participants were part-time. An explanation for the difference 
might be the small size of the current sample, or that over half of Australian participants in 
the present research were ES staff who did not have other school role responsibilities such 
as teaching. In addition to the inference in the Australian findings that part-time roles 
impact on career development service delivery, time pressures were cited as an impact on 
the role, supporting previous Australian research that found part-time school career 
development practitioner appointments and decreasing time allocations impact on the 
capacity to develop integrated career curriculum (CICA, 2017). Previous international 
research on the impact of changes and funding cuts on school guidance counselling in 
Ireland similarly found that time pressures brought about by managing more than one role, 
such as career guidance and classroom teaching, impacted on career guidance service 
delivery (Leahy, O’Flaherty, & Hearne, 2017).  
Despite predictions that career development practitioners in New Zealand schools 
would move to full-time roles (Elkin & Sutton, 2000), in the New Zealand sample half of the 
participants had part-time career development roles, and almost three quarters of those 
had classroom teaching responsibilities. These findings may reflect the dominant teaching 
background of participants and highlight the challenge for school career development 
practitioners to develop integrated career curriculum. Previous New Zealand research also 
reported that school career development practitioners typically juggle multiple roles such 
as teaching, career development, and managing work experience programmes, and that 
career education tends to be seen as “peripheral to the school’s main functioning and 
goals” (Vaughan & Spiller, 2012, p. 6).  
Approximately half of the Australian and New Zealand participants perceived a 
sense of professional satisfaction in the relative autonomy of the career development role, 
despite its peripheral status. The discretion to make professional judgements is considered 
a characteristic of professions (Leicht & Fennell, 2001). Such autonomy allowed flexibility 
in designing and delivering context-specific, student-centred career programmes and 
activities outside of curriculum constraints. These findings broadly align with previous 
research into the work of school career development practitioners in New Zealand schools 
that highlighted the freedom and autonomy career development practitioners enjoy in 
working outside curriculum constraints (Irving, 2011a). However, Irving asserted that such 
separation from the curriculum reinforces the lack of recognition of the value of career 
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education that would be addressed by integrating career education in the national 
curriculum.  
The majority of participants in the present research had initially constructed their 
career development roles without the hallmarks of a profession such as a relevant career 
qualification or background in the field, or availability of professional career development 
practitioners in the school with the experience or expertise to provide oversight for their 
professional practice. The lack of relevant training, qualifications or support in individuals’ 
work context suggests the potential for inconsistencies in professional practice. Previous 
international research on school career development highlighted the risk of inconsistencies 
in professional practice if there is insufficient support or oversight for career development 
(Andrews, 2016).  
In the present research, participants’ comparisons with other self-managing schools 
highlighted variability between school contexts, and in the nature of career development 
services, including the way services are supported and funded differently between 
schools. An explanation may be that schools in Australia are moving to more autonomous 
models (Department of Education and Training, 2016) and New Zealand schools are self-
governing and self-managing (Careers New Zealand, 2014). Key variations participants 
cited were based on whether schools were fully government-funded or funded by some 
combination of government and fee-paying parents, and whether employing authorities, 
Principals, and school management valued and supported career development 
programmes and services. The findings are in accord with previous New Zealand research 
into school career development practice that found where only general guidelines are in 
place and career education is not integrated in curriculum, the flexibility schools have for 
designing and conducting career development programmes leads to a variety of 
approaches and programmes (Furbish & Reid, 2013). In addition, the New Zealand 
findings are reflective of previous research investigating school career development 
practice in self-managing schools in New Zealand, which found differences in career 
development service delivery between school contexts and that only a small number of 
schools had developed integrated career curriculum (ERO, 2012).  
Participants’ career development activities were not routinely timetabled and 
consequently access to students by participants during class time required negotiation with 
curriculum subject teachers. There is risk of students missing timely career development 
interventions if the beneficent granting of access to students is within the teachers’ control, 
reliant on the level of goodwill established by the career development practitioner, and the 
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strategic management of the professional relationship. This important finding of the need 
to bargain for access to students highlights the tensions between career development 
services as either supplemental or embedded within the school curriculum. Furthermore, it 
emphasises the lack of alignment between the goals of career development practitioners 
and of school teachers, and with the overall school strategy. While the need for school 
career development practitioners to bargain for access to students when a career service 
is not fully embedded within the school curriculum has not previously been described, 
similar issues have been raised and addressed in previous research internationally. For 
example, in United States, Foxx, Baker, and Gerler (2017) and Gysbers and Henderson 
(2001) identified systemic thinking and clarity in roles and functions as necessary for 
establishing whole school approaches to school guidance and counselling. In Ireland, 
Hearne, King, Geary, and Kenny (2018) highlighted the complexity of implementing a 
model of whole school guidance counselling in the Irish secondary school system in the 
context of a “turbulent period of policy and practice changes” (p. 1). Recent policy 
developments with the new Career Strategy in England propose a stronger curricular 
positioning of career development linked to Career Management Skills (Department for 
Education, 2017). The finding in the present research that access to students is a 
negotiated activity through managing professional relationships with curriculum subject 
teachers has important implications for the provision of school career development 
services, specifically that the marginalisation of career development in schools does not 
serve the best interests of students.  
This concludes the section on the peripheral place of the career development role in 
the school context. In the next section, findings related to the influences on practitioners’ 
perspectives of their school career development role will be discussed. 
The Influence of Government Policy and School Decision Makers on Practitioners’ 
Perspectives of their School Career Development Role 
Participants perceived the combination of government policy and school 
management decisions were central to addressing a breadth of challenges in their school 
career development roles. Federal and State government education policies in Australia, 
and government education policies in New Zealand are enacted by school employing 
authorities and Principals as key school decision makers, which in turn impacts on the way 
career development services are delivered in schools and how career development 
practitioners perceive their roles.  
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Australian and New Zealand participants perceived a need for support because of 
their complex roles and professional isolation, but the marginalised status of the school 
career development role impacted how they felt about being supported. In addition, the 
perceived lack of regulatory support for integration of career education within national 
curricula reinforces its place “on the curriculum margins” (Irving, 2011a, p. 110). A majority 
of participants identified that the practical and emotional support they valued from school 
decision makers was not guaranteed in their career development role. Practical support 
typically available for curriculum subject teachers was less predictable for the participants, 
and included autonomy to manage their own careers budget, a dedicated physical work 
space, a rationale for staffing ratios, and time allocations for their specific career-related 
professional development needs. Emotional support sought by participants included 
recognition for their career development work by school management and peers, positive 
feedback, and to have their professional judgements trusted by school management.  
The Australian findings align with previous Australian research (CICA, 2017; Kelly, 
2012) that found that Australian school career development practitioners want greater 
support and recognition to fulfil the multiple demands of the role. The New Zealand 
findings accord with previous New Zealand research (Vaughan & Gardiner, 2007), which 
found that despite enjoying what they do, school career development practitioners were 
experiencing work intensification and time pressures and wanted greater support to fulfil 
career role demands. Vaughan and O’Neil (2010) similarly suggested many school career 
development practitioners are struggling to meet “new demands on their skills, knowledge 
and professional identities” (p. v). The New Zealand finding that participants perceived 
employing authorities and Principals as key influencers on school career development 
aligns with previous research investigating best practice that found career development 
service delivery relied on overt support from Boards of Trustees and Principals (Furbish & 
Reid, 2013).  
Participants wanted policy change to legislate integration of career education into 
the school curriculum. However, Australian and New Zealand participants were ambivalent 
about the rhetoric of government policy having a positive impact on their school career 
development role because they had experienced few of the changes they had hoped for. 
Underpinning their mixed feelings about legislation was a sense that those with the power 
to enact policy and effect change in practice did not demonstrate the requisite attitudinal 
change that would reflect in widespread valuing of career development. The findings 
highlight a challenge for many school career development practitioners who perform a role 
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as public servants of the government while constrained in practice by a lack of 
governmental regulation that results in marginalisation of their school career development 
roles. Previous international research has identified that despite the acknowledged 
importance of public policy for career development, few career development practitioners 
engage in policy questions and few policy-makers have a detailed grasp of the 
organisation and service delivery of career development (OECD, 2004a). Similarly, 
previous international research in Hong Kong identified the school career development 
practitioner participants were concerned about the impact of government policy on work 
intensification, professional development, and potential training opportunities (Ho & Leung, 
2016). 
Australian participants perceived State education policy rather than nationwide 
policy approaches to career development in Australia were indicative of lack of 
commitment or expenditure, supporting Athanasou’s (2012b) assertion that “only a 
concentration of power and service delivery at Commonwealth [Federal Government] 
level” (p. 63) will resolve inconsistencies in career development services. The New 
Zealand participants cited inconsistent implementation of government initiatives as a 
barrier to effective delivery of those initiatives without ongoing training and additional 
resourcing, such as Vocational Pathways (see Chapter One). The findings align with 
previous research of best practice in school career development that identified the difficulty 
for schools to sustain government initiatives past completion of initial supported phases 
(Furbish & Reid, 2013). This concludes discussion of findings addressing the first 
supporting research question about the professional context of school career development 
practitioners in Australia and New Zealand.  
Shared characteristics between Australia and New Zealand relate to policy issues 
that have impacted participants’ sense of belonging to a profession, resulting from different 
entry requirements for the field of career development compared to other professions. In 
addition, career development is in a marginalised position in schools compared with core 
curriculum subjects. Differences in characteristics between country contexts are 
predominantly related to the presence in Australia of formal systems and procedures in the 
form of the CICA Professional Standards that support minimum qualification levels for 
entry to the profession, in contrast with the lack of equivalent support in the New Zealand 
school context.  
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The next section will discuss findings for the second supporting research question 
about the relationship between professional standards, professional identity, 
professionalism, and professionalisation. 
How do Australian and New Zealand School Career Development Practitioners 
Understand the Relationship between Professional Standards, Professional Identity, 
Professionalism, and Professionalisation? 
The discussion addresses three key findings within the second supporting research 
question: first, diffusion of conceptions of professional identity, followed by professional 
standards as markers for professionalism, followed by requirements for transformation to 
professional status for career development.  
Diffusion of Conceptions of Professional Identity  
Characteristics of the participants’ personal and professional contexts, such as their 
age profiles and diverse occupational backgrounds, emerged in the findings as multiple 
realities that impacted on their identification with their work and with career development 
as a profession. A research project (CICA, 2017) seeking insights about school career 
practitioners highlighted that there are not many young people working in school career 
roles. The majority in the present research had different entry pathways and entered the 
school career development role later in their life/career pathway. The age profile is 
reflective of the career development field in Australia and New Zealand and highlights the 
participants’ broad range of experience. However, that experience may not be specific to 
career development. Nevertheless, the clear majority of participants strongly identified with 
their work role as school career development practitioners. They had developed clear work 
identities as school career development practitioners. The findings broadly align with 
previous research showing the centrality of self-understanding and identification with the 
work as fundamental to work identities (Bothma, Lloyd, & Khapova, 2015). In addition, 
research on the foundational role exploration plays in achieving identity self-understanding 
highlighted, similar to the present research, that narratives assist individuals to construct 
and reconstruct identities in social contexts, including role transitions in and from work 
settings (Cohen & Katz, 2016; Ibarra & Barbulescu, 2010).  
However, some Australian and New Zealand participants with teaching 
backgrounds and multiple roles were unsure whether they had a distinct professional 
identity either as a career development practitioner or as a teacher, suggesting a lack of 
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clarity about the discrete professional expertise required of the career development role. 
The finding that multiple roles led to identity confusion for some participants also accords 
with Holland et al.’s (1980) assertion that an individual’s goals, interests and talents need 
to be well aligned to assist construction of a work identity. Expressing a dual school career 
development practitioner professional identity and a teacher identity is complex, given that 
a career development practitioner identity is not well-defined, career education is not 
routinely integrated in curriculum, and interactions with others in the school context may 
favour the dominant teacher professional identity. 
In the present research, qualifications played a central role for the majority of 
participants in their professional identity and identification with career development as a 
profession. Similarly, Gough’s (2017) research that investigated shared professional 
identity for career development practitioners during a time of rapid policy changes in 
England found qualifications were important to their sense of professionalism. Calway and 
Murphy (2011) and Lester (2009) asserted that a profession’s qualification standards are 
typically associated with higher-level qualifications through a university pathway. However, 
participants in the present research had widely differing levels of career specific 
qualifications (some had none), which suggests at an individual level different degrees of 
individual identity exploration. Furthermore, individual differences in the extent to which 
participants identified with career development as a profession highlighted diffuse 
conceptions of professional career identity in both the Australian and New Zealand 
contexts.  
Clarity of professional identity reflects in part the language individuals use to 
describe their career development role, including what they call themselves. Clarity of titles 
is an essential part of professional identity for individuals and organisations, as highlighted 
by previous international research (Golant, Sillince, Harvey, & Maclean, 2015; Grant, Berg, 
& Cable, 2014; Neary, Marriott & Hooley, 2014; Oen & Cooper, 1998). A lack of clarity 
about titles and their use in the field of career development contributes to ambiguity about 
the professional identity of both the field and its practitioners. Differences in how the 
profession refers to itself in the country contexts of Australia and New Zealand varies 
within and between country contexts, highlighting diffuse concepts of professional identity. 
Participants in both Australia and New Zealand use a range of different titles and 
descriptors for career development roles including: career/s advisor, career educator, 
career/s coordinator, career/s counsellor, career facilitator, career/s practitioner, and Head 
of Careers. Possible explanations are the background, training, and experience of the 
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individuals, the historical use of terms relative to the school context, the historical context 
of career development in Australia and New Zealand being influenced by both the United 
Kingdom and the United States where different terminology is used, or the lack of policy 
guidelines in defining the role. The findings align with previous Australian career 
development research that found a lack of consistency in terminology used for the 
professional role (Athanasou, 2012a) and with New Zealand research, which identified the 
use of a variety of terms for roles and services that potentially reflected different theoretical 
philosophies, service objectives, and training of the career development practitioner 
(Furbish, 2012). 
In the Australian and New Zealand sample little evidence existed of routine use by 
participants of umbrella terms in work contexts, despite the adoption of formal umbrella 
terms (e.g., career development) at an industry level in the Australian context (CICA, 
2011). However, the majority of Australian participants were aware of the term career 
development as agreed terminology for the industry. An explanation for the Australian 
findings may be the combination of Professional Standards as a consistent reminder of 
terminology and that individuals’ sense of identification with the profession is supported by 
CICA information and documents. Moreover, Arthur (2008) identified one of the key 
benefits of qualification standards for career practitioners is to recognise career 
development as a “distinct and specialised discipline” (p. 306). The New Zealand findings 
showing no formal umbrella term in New Zealand may be explained by the lack of a 
national peak body or professional standards to clarify terminology for the field. An 
inference in the New Zealand findings is that lack of clarity in terminology may impact 
professional identity and a sense of identification with career development as a profession 
in the New Zealand context. Another possible explanation for the New Zealand findings is 
that participants ascribed equal status to their career development tasks and knowledge 
with other professions such as teaching, and also focused on tasks and knowledge rather 
than career development terminology in their understanding of professional identity.  
Participants were confident about ascribing a professional identity to career 
development as a profession despite the lack of governmental support they perceived for 
career development, and the peripheral position they acknowledged they occupy as career 
development practitioners in their school contexts. The findings support the notion 
proposed in previous international research investigating the nature of professions, that 
the concept of profession is not only variably understood but also contested (Evetts, 2015). 
The marginalised status of the role highlighted in the findings contrasts international 
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research that found professions typically maintain social recognition through governmental 
and public support for the profession’s systems (Dingwall, 2008). The definition of a 
profession articulated by Professions Australia (2005) (see Chapter Two) and adopted by 
CICA (2011) includes recognition for expertise.  
The majority of participants took two key steps to initiate a professional identity as a 
career development practitioner. These steps acted as markers for individual 
professionalism and included completing a relevant qualification and membership in a 
professional association. Regulation from within a profession has been shown to be a key 
influence on professional identity and practice (Gorman & Sandefur, 2011). Consistent 
with previous Australian research (Athanasou, 2012a), the majority of Australian 
participants followed the pathways for professional membership of CICA member 
associations, including completion of a CICA-endorsed minimum postgraduate career 
development qualification and continued professional development. Consistent with 
previous New Zealand research (Furbish, 2011), the majority of New Zealand participants 
identified with the profession by completing a career development qualification and 
membership of Professional Association 1, for which there are no minimum qualification 
level membership requirements. A few participants belonged to Professional Association 2 
which had eligibility criteria including minimum qualification requirements for membership 
levels, and two were intending to join. The finding that professional affiliation with career 
development associations was also important for participants’ identification with career 
development as a profession aligns with previous US research exploring the sociology of 
professions that found identifying with professional associations is a characteristic of 
professions that influences professional practice (Gorman & Sandefur, 2011).  
Participants’ social construction of their professional identity occurred in stages and 
paths related to learning more about the career development profession, their interests 
and preferences, and participation in ongoing professional learning. This finding aligns with 
previous research showing that individuals construct a professional identity as they learn 
the skills and knowledge of the field (Gherardi & Perrotta, 2014). Once participants 
established an interest in school career development practice, steps to initiate a career 
development professional identity were taken over time and involved one of three distinct 
paths: enter the school role and subsequently undertake professional development and 
training, including completion of a career development qualification; complete a career 
development qualification, enter the school role and undertake professional development 
and training; or enter the school role and undertake professional development and training 
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which does not include completion of a career development qualification. Participants 
described all three paths, although the majority took the first and second of the three. The 
findings are consistent with previous research (McAdams, 2011) exploring scholarly 
conceptions of narrative identity, which identified that people “draw heavily” (p. 99) on their 
social and cultural context in constructing an identity as the internalised and evolving story 
of the self over time.  
This concludes the discussion of findings about diffusion of conceptions of 
professional identity. In the discussion following, findings are presented in relation to 
participants’ perspectives about professionalism and professional standards. 
Professional Standards as Markers for Professionalism  
Professionalism relates to both individuals and the field in which they practice. A 
requirement to be a professional is to meet an inherent set of ethical standards and 
develop and maintain relevant competence to practice. Reflexively, these behaviours 
contribute to external recognition of the profession (Cribb & Gewirtz, 2015). The section 
following discusses the findings related to the development, implementation, and 
monitoring of standards linked to professionalism for individual career development 
practitioners and the career development profession.  
Although their experience of professional standards in the field of career 
development was different, participants in both country contexts perceived professional 
standards were a marker for professional attributes demonstrated in behaviour and skills 
associated with professionalism for career development practice. One Australian 
participant’s description of the situation prior to the introduction of Professional Standards 
in Australia paralleled the current situation of a lack of professional regulation in New 
Zealand. The Australian participants related the introduction of the Professional Standards 
to assurance of professionalism for consumers of career development services, matching 
the observation made by Athanasou (2012a) that in the Australian context many career 
development practitioners acknowledged the importance for the profession of the 
Professional Standards and believed they would improve the delivery of career 
development services.  
Although the New Zealand participants were unaware of the Professional Standards 
in Australia, after considering the rationale for their introduction, they perceived 
professional standards could enhance the professionalism of career development as a 
profession. These findings broadly align with previous New Zealand research about 
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professional standards which showed participants generally understood professional 
standards and believed they could apply them in their career development practice 
(Furbish, 2011). In addition, the Australian and New Zealand findings align with previous 
international studies that acknowledged the relevance of professional standards for 
professionalism in career development practice. For example, Schulz, Sheppard, Shepard, 
Lehr, and Martin (2008) investigated standards of practice for Canadian counsellors to 
promote professionalism for counselling practitioners, including career development 
practitioners. In subsequent development of the standards, Schulz et al. determined that, 
irrespective of the value of the standards, the ultimate responsibility for ethical practice 
was the responsibility of the individual practitioner.  
Since the introduction of Professional Standards (CICA, 2011) the majority of 
Australian participants now select professional development activities in alignment with the 
competencies set out in the Standards. Therefore, their expertise, professionalism, and 
professional identity development are connected to the Professional Standards, 
suggesting that the Australian participants had a greater sense of professionalism since 
the introduction of the Professional Standards and associated minimum qualification 
requirements. This finding accords with previous research about perspectives of Australian 
career development practitioners in relation to the CICA Professional Standards, which 
found a majority of participants felt that the career development industry is defined through 
national Professional Standards (Athanasou, 2012a). Although the New Zealand career 
development industry lacks professional standards to guide professional learning, the 
present research found that there is already a perception of how professional standards 
could influence the industry, and that New Zealand participants were supportive of the 
potential introduction of professional standards. This finding broadly matches the 
observation made in previous New Zealand research about professional standards that 
New Zealand practitioners support and acknowledge standards for career development 
practice (Furbish, 2011).  
The clear majority of Australian and New Zealand participants identified 
professional development as an important factor in developing competencies related to 
career work. They cited the need to remain up to date about labour market trends, and to 
learn how to integrate into their practice career development competencies such as using 
career development theories in practice. Although having a career qualification supported 
an understanding of career development theory, the levels of integration of the seven 
broad categories of competencies in the Australian Professional Standards varied within 
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and across country contexts. The relatively low levels of integration of career development 
theories by participants contrasted with consistently high levels of integration of the labour 
market competency, suggesting participants conceptualised a hierarchy of competencies. 
The Australian findings identified the majority of participants had career qualifications and 
an understanding of knowledge and application of career theories, which broadly aligns 
with previous research, which found that all participants identified the relevance of career 
development theory for their work (Athanasou, 2012a). The New Zealand findings similarly 
showed the majority had career qualifications and were familiar with career development 
theory. The New Zealand finding that the majority were familiar with career development 
theory but there was a range of integration into practice broadly aligns with previous New 
Zealand research investigating perspectives of career development practitioners about 
professional standards, which identified variable application of career development theory 
in practice (Furbish, 2011). In the present study, the findings show a relatively small 
proportion of the sample did not integrate career development theory into their practice. It 
is concerning, despite the low numbers, that any practitioners consider information 
provision as a higher order competency than understanding the career counselling 
process and integrating the two into provision of a professional service.   
Participants viewed adherence to ethics as a professional responsibility related to 
professionalism. They perceived ethics as principles and rules of behaviour, and that 
compliance with ethics was an expected component of their school career development 
role. The clear majority, including teacher-trained participants who were familiar with codes 
of ethics for teachers, saw relevance for ethical principles specific to career development 
practice, and that agreement on ethical principles was important. The Australian 
participants were more aware of ethics and standards following the introduction of the 
CICA Professional Standards in Australia in 2006, and some Australian participants 
directly attributed awareness of standards for career development to the CICA 
Professional Standards. Athanasou (2012a) previously identified that a majority of 
participants were aware of the core competencies of the Professional Standards, agreed 
about the importance to the career industry of the development of the standards, and 
acknowledged ethical practice as a core competency within the Professional Standards. 
The Australian findings in the present research also match previous international research 
investigating professionalism in career development, which identified ethics as an integral 
component of professions (Hooley et al., 2016). 
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The New Zealand participants had variable understanding about the difference 
between ethical guidelines within professional standards and benchmarks in the form of 
the Career Development Benchmarks-Secondary, a self-review tool for evaluating career 
education provision in schools (see Chapter One). The majority of New Zealand 
participants viewed the Career Development Benchmarks as similar to the Australian 
Professional Standards. This finding might be explained by the lack of national standards 
for practitioners to use as a comparison in the New Zealand context. In addition, an 
explanation may be that New Zealand participants are not familiar with the Codes of Ethics 
of the professional associations, and New Zealand lacks an industry organisation like 
CICA, and therefore there is no overarching system for monitoring compliance with 
standards. Standards do exist for teachers in New Zealand secondary schools, but they 
lack criteria relevant to the specific tasks required in career development service delivery.  
The Australian participants were familiar with and able to discuss the CICA 
professional competencies in relation to specific aspects of their professional practice. For 
example, they conceptualised the CICA Professional Standards as their practical guideline 
for professional competency and conduct, in accord with the previous Athanasou (2012a) 
study, which showed participants’ agreement and support for the core competencies and 
compliance with the professional standards through their CICA membership associations. 
Although the CICA Professional Standards did not apply in the New Zealand context, a 
picture built up that the notion of professional competencies for professional practice is 
well-understood by the New Zealand participants. However, the absence of a guiding 
framework in New Zealand suggests specific competencies related to career development 
may not be consistently recognised and/or applied.  
This concludes the discussion of findings related to professional standards as 
markers for professionalism. In the next section the discussion addresses a key finding 
that emerged in relation to the social process of professionalising a profession. 
Requirements for Transformation to Professional Status for Career Development  
Participants expected professional status for a profession to include relevant 
professional learning in the form of qualifications, training, and professional development. 
These findings are connected to participants’ understanding of the professional status of 
career development to an understanding of the rationale for development and 
implementation of professional standards. The findings are broadly aligned with 
conceptualisation of a profession requiring expert knowledge and a code of ethics 
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articulated by Professions Australia (2005), and match observations in previous 
international research about the relevance of professional standards and professional 
learning for professionals. For example, research by Hooley et al. (2016) investigating the 
career development profession in the UK identified regulation of practice through 
standardisation of qualifications, and an ethical framework as important components of 
professional standards for strengthening the professional status of career development. 
The majority of Australian participants connected Professional Standards to the 
professional status of career development, consistent with Athanasou’s (2012a) analysis 
of Australian career development practitioners’ attitudes to the Professional Standards that 
found participants perceived they belonged to a national profession. In the New Zealand 
sample, the majority of participants believed the introduction of professional standards in 
New Zealand would enhance the professional status of career development, in accord with 
Furbish’s (2011) research, which identified that New Zealand career development 
practitioners for the most part accepted the relevance of professional standards. However, 
the risk of individual career development practitioners self-determining professional 
practice competency in the absence of professional standards is a lack of assurance for 
users of career development services about qualifications and training, particularly in a 
context of variable understanding about the expertise required for the school career 
development practitioner role. 
Participants identified professional associations as markers for change in the 
professionalisation of career development, for example to advocate for the profession, for 
standards, and for practitioners. The functions of the professional member associations 
differed between country contexts. Australian member associations of CICA apply and 
monitor professional standards through membership requirements. In the absence of 
governmental regulation, Australian professional associations in conjunction with CICA as 
the national peak professional body are not only advocates for members but are acting as 
regulators for the industry. The findings are consistent with previous Australian research 
about continuing professional development that identified the potential role for professional 
associations to support members, facilitate professional practice and knowledge 
development, oversee professional standards, and provide a voice for the field, including 
in relation to policy (Calway & Murphy, 2011). Previous research on career counselling in 
Australia similarly identified the integral role professional career development associations 
have in creating and maintaining links between policymakers and practitioner associations 
(McMahon, 2006).  
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Although a country wide system of professional standards has not been 
implemented, the majority of New Zealand participants believed career development 
associations should have a monitoring function for members’ professional practice. In 
addition, the New Zealand participants perceived a need for their professional associations 
to be more proactive to bring about further changes in government policy to support career 
development practice in schools. These findings are in support of previous research 
investigating the influence of professional standards on career development practice in 
New Zealand, which identified a key role for professional associations in developing the 
professional status of career development (Furbish, 2011). Furthermore, previous New 
Zealand research investigating issues related to career development practitioner 
perspectives of their career services and governmental objectives for career development, 
similarly identified the potential for professional career development associations to 
develop and oversee the professional standards of the field and to “actively promote the 
social value of the work” (Douglas, 2011, p. 171). However, in alignment with previous 
New Zealand research about professionalisation of career development in New Zealand 
(Furbish, 2004), the New Zealand finding that the existence of a professional association 
does not inherently imply that professionalisation will occur is consistent, particularly in the 
absence of professional standards or support through governmental regulation. 
Australian and New Zealand participants believed the benefits of industry 
professionalisation, such as recognition of career development as a profession, and 
greater public awareness of the expertise involved, were contingent on standards for 
professional practice. These findings are supported by Law’s (2011) assertion that a 
profession involves a group that is joined and defended rather than ascribed status, and 
with Furbish’s (2004) observation that professional status is not achieved by mere “self-
designation” (p. 44) by practitioners in the field, because professional standards must be in 
place. The Australian and New Zealand findings are in alignment with previous 
international research investigating the professional identity of career development 
practitioners that identified a focus on standardised requirements for professionals, similar 
to other established professions, has the potential to increase recognition of career 
development and strengthen the professional identity of career development practitioners 
(Neary, 2014a). 
Although the New Zealand participants acknowledged a lack of working knowledge 
of professional standards for career development, the finding that they placed emphasis 
on professional standards for recognition of the professional status of career development 
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might be explained by their willingness to view professional standards as a means to 
address gaps in the industry. Another explanation may be that the majority of the New 
Zealand participants are teachers and their responses may reflect their awareness of 
standards for teaching. The New Zealand findings accord with previous research 
investigating professional standards for career development services in New Zealand, 
which asserted professional standards are integral to establishing a professional identity, 
and that professionalisation is still a work in progress for New Zealand career development 
practice (Furbish, 2011).  
All participants believed career development deserves a similar status to other 
recognised professions, and that the valuable influence of career development on people’s 
lives should be recognised as an indicator of its professional status. However, in Australia 
and New Zealand, evidence of the value of career development and influence on the lives 
of people has not translated into policy enactment or improvements in the visibility of 
career development in schools. Furthermore, participants perceived widespread 
recognition of career development as a profession by those outside the field is yet to 
manifest, highlighting a fundamental challenge for the field. In contrast with longstanding 
public acknowledgement of professions such as accounting, engineering, law, teaching, 
medicine, and psychology, career development has yet to attain professionalisation 
commensurate with those professions. However, previous research detailing the evolution 
of professionalisation of career development in Australia, identified career development 
practitioner in Australia as a formally acknowledged and distinct profession, albeit as a 
“relatively new phenomenon” (McIlveen & Alchin, 2017, p. 1) suggesting progress for 
recognition of the profession in Australia since the introduction of Professional Standards. 
An explanation may be that participants in the present research are focussing on the lack 
of governmental regulation and recognition that established professions have, despite the 
CICA Professional Standards that provide professional regulation from within. The New 
Zealand findings broadly align with previous research investigating professionalisation of 
the career development field in New Zealand, which found salutary lessons for the 
emerging profession of career development in the evolutionary process of 
professionalisation of the New Zealand counselling field (Furbish, 2004). A challenge 
identified in the New Zealand context is that the absence of professional standards specific 
to career development may limit the professionalisation of the career development 
industry.  
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In conclusion, in relation to the second supporting research question, participants in 
both countries perceive a direct relationship between professional standards, professional 
identity, professionalism, and professionalisation for career development. Participants 
connected professionalism to their professional identity as career development 
practitioners and that professional standards were a marker for that professionalism. The 
Australian Professional Standards were a driving force for Australian participants’ 
understanding of professionalism. New Zealand participants perceived professional 
standards would enhance professionalism, although they articulated a more general 
perspective of what comprised standards for a profession and of the influence of 
professional standards on industry professionalisation. The Australian participants have 
awareness and experience of CICA efforts to promote a distinct identity for the Australian 
career profession through the introduction of Professional Standards, suggesting in 
comparison to the New Zealand participants, they have a greater awareness of the steps 
involved in constructing a professional identity for the profession. A chapter summary 
follows. 
Chapter Summary 
Two supporting research questions provided the organising structure for this 
chapter to fully address the overarching research question: “What are the perspectives of 
school career development practitioners in Australia and New Zealand about professional 
standards and professional identity?” 
The discussion within the first supporting research question, “What are the 
characteristics of the professional context of school career development practitioners in 
Australia and New Zealand?” centred on three core findings: variable pathways to 
employment as school career development practitioners, the peripheral place of career 
development in the school context, and the influence of government policy and school 
decision makers on their perspectives of their school career development role. These 
findings provided key insights to career development practitioners’ professional context in 
schools. The findings point to the lack of governmental regulation on career development.   
The discussion of findings within the second supporting research question, “How do 
Australian and New Zealand school career development practitioners understand the 
relationship between professional standards, professional identity, professionalism, and 
professionalisation?” showed participants’ perspectives were influenced by the levels of 
professional regulation for career development in their country context. These key findings 
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highlighted professional standards as a common element in the way a profession defines 
itself and constructs a professional identity, and how individuals understand 
professionalism and construct a professional identity. Firstly, the diffusion of conceptions 
of professional identity showed that a lack of clarity was more pronounced in the New 
Zealand context, which does not have nationally agreed professional standards, than in 
the Australian context, which does. Secondly, both sets of participants perceived 
professional standards as markers for professionalism irrespective of no nationally agreed 
professional standards existing in New Zealand. The experience in Australia of meeting 
the CICA Professional Standards had enhanced participants’ sense of belonging to the 
profession. In New Zealand participants were aware of the potential for professional 
standards to provide a sense of professional belonging. Finally, the two countries differed 
in their requirements for professional status for career development. This points to an 
important difference between the two country contexts. Specifically, Australia has 
professional standards, which regulate the field and promote professional identity, 
professionalism, and a career development culture. New Zealand, does not. The 
difference influenced the professional identity construction of the school career 
development practitioners. 
Notwithstanding the presence of professional standards in Australia, career 
development is contextualised in the present research findings as a profession that is still 
establishing a distinct profile. For example, although there is evidence of specialised 
career development knowledge and tasks in both the Australian and New Zealand 
contexts, career development has not yet professionalised to the extent of widespread 
recognition by policy makers, employing authorities, members of the public, and other 
professions as an authority in its field of practice. However, demonstration in the Australian 
context of components such as requirements for minimum levels of relevant qualifications, 
competencies for professional practice determined by professional standards, and 
oversight by a professional body, suggests its status as a profession is warranted. The 
absence of such components in the New Zealand national context suggests the status of 
career development as a profession is still a work in progress in that country. Furthermore, 
despite the reluctance of practitioners to be involved in policy, communication between 
professional bodies and policy makers and influencers is portrayed as necessary to bring 
about desired industry changes, such as legislative changes to guide entry to the 
profession and to mandate career development programmes in schools. Furthermore, an 
impression builds up that despite some positive changes such as the introduction of 
Professional Standards in Australia, the school career development practitioner role 
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continues to be impacted by expedient measures to manage budgets, staffing, and 
timetables, not only leaving career development in a peripheral position within school 
contexts, but potentially compromising the career development of the students for whom 
its services are intended. 
The next chapter will draw out conclusions from the research findings and suggest 
recommendations to assist in addressing the issues identified in Chapter Six. The 
contributions of the research to the wider body of related research, and areas for possible 
future investigation will be identified. 
 
  




This final chapter of the thesis considers the findings discussed in Chapter Six. The 
chapter sections include an overview of the research, research contributions, 
recommendations, research limitations, and suggestions for further research. Finally, a 
research conclusion is presented. 
Overview of the Research 
The overall aim of this research was to investigate the similarities and differences 
between Australian and New Zealand school career development practitioners’ 
understanding of their professional identity. The qualitative design of this research (see 
Chapter Three) involved two phases of semi-structured individual interviews. Phase One 
focussed on the professional context and included a small pilot study which was 
subsequently incorporated into the first phase. Phase Two focussed on conceptualisations 
of a profession and concepts of professional identity, professionalism, and 
professionalisation in relation to professional standards. The interviews explored the views 
of 21 school career development practitioners, 9 in Australia and 12 in New Zealand, 
about professional standards and professional identity. Subsequent thematic networks 
data analysis highlighted three key themes in the participants’ stories that related to their 
identity exploration. These were the professional school context, individual and 
organisational professionalism, and professionalisation of the career development field. 
The professional context theme highlighted characteristics of the participants’ school 
contexts (located in the Australian State of Victoria and New Zealand) that influenced how 
they viewed their career development work. Characteristics included variable pathways to 
employment as school career development practitioners, the peripheral place of career 
development in the school context, and support systems for their career development 
work. Support systems they cited included education policy makers, employing authorities 
and school principals, school teachers and career practitioner colleagues, and the wider 
school community including parents and employers. The individual and organisational 
professionalism theme highlighted professional standards as an influence on how 
individuals understand professionalism and how they and organisations construct a 
professional identity. The professionalisation of the career development field theme 
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highlighted the influence of professional regulation and professional standards on how a 
profession defines itself and constructs a professional identity. 
Using a lens of professional standards allowed me to compare the perspectives of 
Australian and New Zealand school career development practitioners about their 
professional identity. Three key differences between countries emerged from the thematic 
networks analysis. These differences comprised the influence of professional standards on 
professional identity, the selection of professional development activities in relation to 
professionalism, and levels of career qualifications in relation to professionalisation of the 
career development field. 
The first difference (see Table 7.1) in the participants’ perspectives about their 
professional identity was that the Career Industry Council of Australia Professional 
Standards were influencing the Australian participants’ perspectives of being a 
professional whereas the New Zealand participants were seeking the influence of 
professional standards. Specifically, the extent to which the Australian participants 
identified with career development as a profession was greater than the New Zealand 
participants, suggesting a sense of professional identity as a career development 
practitioner was greater for the Australian participants as a result of the professional 
standards. The lens of professional standards thus highlighted that pathways for identity 
exploration and commitment (Marcia, 1966) were different for the Australian and New 
Zealand participants.  
Table 7.1. Being a Professional: Key Country Differences   
 
Theme Australian participants New Zealand participants 
Professional Standards and 
Professional Identity 
The CICA Professional 
Standards were influencing 
participants’ professional 
identity construction  
Participants were seeking the 
influence of professional 
standards                   
 
The second difference (see Table 7.2) was the influence of professional standards 
on the continuing professional development (CPD) of participants. Along with determining 
their CPD needs based on their own and student needs, the Australian participants used 
professional standards as a guide to address gaps in skills and knowledge by selecting 
professional development activities in alignment with CICA Professional Standards 
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competencies. The New Zealand participants’ continuing professional development was 
based on their own and student needs. The Australian findings align with previous 
research in England (Hooley et al., 2016) which highlighted that practitioners’ commitment 
to continuing professional development enhanced professionalism. 
Table 7.2. Selection of CPD Activities: Key Country Differences 
 
Theme Australian participants New Zealand participants 




activities based on participant 
and student needs and used 
the CICA Professional 
Standards as a guide to 




activities based on participant 
and student needs  
 
A third difference (see Table 7.3) between the country samples relates to 
participants’ career qualifications. Australian participants had undertaken career 
qualifications aligned with the requirement for professional members of CICA member 
associations to complete postgraduate career development qualifications. New Zealand 
participants had undertaken career qualifications at varying levels between sub-degree 
certificate and postgraduate level, highlighting the potential for inconsistencies in 
theoretical underpinnings and practice-based knowledge for professional practice. 
Although one New Zealand professional association had sub-degree career qualification 
requirements for professional membership, New Zealand participants had no equivalent to 
the nationally agreed minimum standards for qualifications for membership of CICA 
member associations. These differences in minimum standards for qualifications 
suggested that professionalisation of career development in Australia is further advanced 
than in New Zealand. Professions typically monitor minimum standards through ensuring 
their members adhere to professional standards (Oliver & McGhee, 2005). In Australia, 
Canada, England, and United States regulation from within the career development 
profession determines entry to the profession through minimum standards of qualifications 
and training. Moreover, research in Australia (McIlveen & Alchin, 2017) has highlighted the 
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importance of professional standards within the regulatory framework of the career 
development profession. 
Table 7.3. Levels of Career Qualifications: Key Country Differences 
 
Theme Australian participants New Zealand participants 
Qualifications and 
Professionalisation 
Career qualifications aligned 
with the requirement for 
professional members of 




Participants with career 
qualifications had undertaken 
them at varying levels 
between sub-degree 




A strength of the present research is that, to the best of my knowledge, it is the first 
of its kind in the field of career development to investigate, through a comparative study 
between two country contexts, the influence of professional standards on the professional 
identity of school career development practitioners. 
Research Contributions 
The contributions of the study relate to theoretical knowledge, methodology, and 
practice and policy. Contributions to theoretical knowledge follow.  
Theoretical Knowledge 
The findings contribute to our understanding of how professional standards 
influence professional identity. Specifically, the standards support the construction of 
professional identity through the professional requirements associated with professional 
association membership, including minimum levels of qualifications and training, and 
through the professional association’s monitoring of individuals’ adherence to ethical 
standards and engagement in continuing professional development. Furthermore, the 
integral relationship between professional associations, career development practitioner 
competencies, and conceptualisations of a profession reflects the presence of standards 
to which individuals can refer as a guide for their ongoing identity construction. The 
professional standards helped school career development practitioners in the Australian 
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context construct their identity. The participants in Australian schools reported a greater 
sense of belonging to a profession since the 2006 introduction of Professional Standards 
by the Career Industry Council of Australia in conjunction with its member associations.  
A second contribution relates to the competencies in the Career Industry Council of 
Australia’s professional standards, which connect to practitioner qualifications, ethics, 
continuing professional development, and membership of professional associations 
through defining the skills and knowledge required for professional career development 
practice. The competencies in the professional standards influenced Australian 
participants’ perspectives of belonging to a profession and being a professional. They 
associated professional characteristics described in the competencies with a field 
possessing professional status, and this enhanced their perception of having a 
professional identity. 
A third contribution is that the direct comparison between two countries that differ in 
their professional standards revealed that Australian career development practitioners had 
a stronger career development practitioner identity. In Australia, professional standards 
apply to career development practitioners who are members of CICA member 
associations. This manifests in career development qualifications. In the Australian 
sample, most had completed these at postgraduate level. This allowed them to be 
professional members of the career development association. The professional standards 
thus provided a robust framework for them to construct a strong professional career 
identity. In contrast, in New Zealand there are no nationally agreed career development 
professional standards. New Zealand participants had career development qualifications 
but they were from sub-degree to postgraduate levels. As a result, entry level qualifications 
were inconsistent. The outcome is a much more tenuous pathway to construct a 
professional career identity. 
The fourth contribution is exposing the connection between the Career Industry 
Council of Australia professional standards and identification with a Code of Ethics specific 
to career development. The Australian participants attributed their understanding of Ethics 
for career development to the Career Industry Council of Australia professional standards. 
They had an understanding of ethical standards that had career-specific implications, such 
as awareness of the competencies career development practitioners should have, 
including those related to working within professional boundaries, understanding the 
limitations of the career development role, and keeping up to date in the career 
development field. The result in New Zealand was different. The majority of those 
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participants were teacher-trained, which afforded them greater familiarity with the teachers’ 
Code of Ethics than those specific to career development.  
A fifth contribution is highlighting the link between the Career Industry Council of 
Australia professional standards and selection of professional development activities. 
Participants in both contexts asserted the need for continuing professional development. 
The difference for the Australian participants was a competency-based approach to 
professional development that was guided by the CICA Professional Standards 
competencies designed specifically for professional career development practices. In 
addition to the needs of students and their personal needs, Australian participants used 
the Career Industry Council of Australia Professional Standards competencies to guide 
their selection of professional development activities. New Zealand participants were 
guided by a combination of personal needs and student needs. Methodological 
contributions follow. 
Methodology 
The research makes methodological contributions. This research is the first to use 
thematic networks analysis in qualitative, career development research. To the best of my 
knowledge I believe the claim to be accurate. Use of thematic networks to analyse textual 
material enabled a step by step process to arrange the data in a systematic way to explore 
the underlying patterns (Attride-Stirling, 2001). The thematic maps generated provided a 
lens to achieve an understanding of the personal perspectives of the participants about 
their professional identity construction. Subsequently, the maps showed consistency 
across the themes derived from the data, highlighting underlying patterns in a visual 
display, which facilitated the steps to discerning the differences between the two contexts 
of Australia and New Zealand in the influence of professional standards on professional 
identity construction. The thematic maps thus contributed to a rich source of contextual 
information, such as how professional standards related to professional identity 
understanding by school career development practitioners. Practice and policy 
contributions follow.  
Practice and Policy 
The findings contribute to an understanding of the similarities and differences in 
Australia and New Zealand at the levels of professional identity construction, the career 
development role within the school system, and why one country is more advanced than 
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the other in terms of professionalising practitioners. In Australia, professional standards 
manifested in consistent postgraduate career development qualifications being held by 
participants, which provided scaffolding for professional identity construction. In New 
Zealand, with no professional standards, no such consistency manifested. Although 
Australia has yet to see governmental regulation for the career industry, such regulation 
could further strengthen the existing structures. In the New Zealand context, the 
combination of governmental and professional regulation at the national level would 
provide a better structure that leads to stronger professional identity construction. 
Similarly, the differences between Australia and New Zealand in perceptions of the 
participants about their professional identity as school career development practitioners 
appear to be attributable to the Professional Standards. 
At the level of the school career development practitioner role in Australia, 
professional standards provided clear guidance for employing authorities, including 
Principals, to support the professional practice of school career development practitioners. 
Their continuing professional development is typically authorised and resourced through 
employing authorities, including Principals. The Australian participants’ selection of 
professional development activities that align to professional standards competencies in 
turn enables them and their employing authorities, including Principals, to have greater 
clarity about what is required to construct a strong professional career identity. Although 
similar conditions exist for the resourcing and authorisation of professional development 
activities in New Zealand schools, the New Zealand participants were not guided by 
professional standards in selection of professional development activities. The research 
thus highlights professional standards in Australia provide greater clarity for school career 
development practitioners about requirements to construct a professional identity 
compared to New Zealand. Furthermore, the research contributes to an understanding that 
the presence of professional standards in Australia has led to greater professionalising of 
practitioners than in New Zealand with no national professional standards requirements.  
A contribution for policy in Australia and New Zealand is the reiteration that 
professional standards provide a framework for governmental regulation of career 
development. Policy statements and documents in both countries state career 
development is needed in schools (Ministry of Education, 2017; The Ministerial Council for 
Education, Early Childhood Development and Youth Affairs, 2010). However, career 
development has not been mandated in schools. The CICA Professional Standards in 
Australia define the career development profession and guide practitioner entry to the 
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profession. However, the research showed that despite the introduction of Professional 
Standards, employing authorities have not enacted them. Policy enactment of professional 
standards is needed to get career development mandated in schools. Governmental 
mandates for professional standards in New Zealand and in contexts where professional 
standards have already been implemented, such as Australia, are central to supporting the 
professional identity of the profession and its practitioners.  
Recommendations 
The preceding contributions lead to recommendations, which follow.  
1. For school-based career development practitioners in Australia and New 
Zealand: promote to school colleagues and to school employing authorities and 
other stakeholders (e.g., parents) the value of career development and its 
strong links to citizens’ future career development. One immediate outcome 
would be to add to colleagues’, employing authorities’, and stakeholders’ 
understanding of career development. A related outcome would be to deepen 
colleagues’, school employing authorities’, and stakeholders’ understanding of 
the importance of the positioning of career development within the school 
structure. 
2. For school-based career development practitioners in Australia and New 
Zealand: continue to engage in professional networks that promote recognition 
and valuing of career development within educational policy and the school 
system. 
3. For school based career development practitioners, the Career Industry Council 
of Australia, and professional career associations in Australia and New Zealand: 
promote the professional standards so that others recognise career 
development as a profession in its own right. For example, school-based career 
development practitioners can try to educate school personnel and the Career 
Industry Council of Australia and professional career associations in Australia 
and New Zealand can advocate and educate at higher levels with policy makers 
and stakeholders such as employing authorities.  
4. For the Career Industry Council of Australia: continue with industry regulation 
through the Professional Standards to ensure a national framework continues to 
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guide entry to the profession and the ongoing professional practice of career 
development practitioners.  
5. For professional bodies in Australia and New Zealand: continue to advocate for 
recognition of career development. Specific examples include lobbying 
employing authorities to move career development from its marginal status in 
schools to one of equality with professions such as teaching. In Australia this 
would include lobbying national and State-based Departments of Education and 
Training. In New Zealand employing authorities include the Ministry of 
Education and school Boards and Principals. Re-positioning career 
development to a valued place within school structures would address present 
ad hoc arrangements for the status of school career development practice. 
6. For New Zealand career development associations: build on the foundations of 
existing standards of Professional Association 2. Move towards developing a 
clearly articulated set of professional standards for the New Zealand career 
development industry, building on international examples, such as the 
Professional Standards for Australian Career Development Practitioners (CICA, 
2011). 
7. For policy makers in Australia and New Zealand: implement professional 
standards for the career development industry, and thereby ensure that 
employing authorities employ appropriately qualified career development 
practitioners and that young people receive career guidance and career 
education from appropriately qualified professional career development 
practitioners. 
Limitations of the Research 
All research, including this study, has limitations, which can help reveal 
improvements for future research (Ioannidis, 2007). The first limitation is that this research 
is exploratory and based on a small sample, and therefore not generalisable to all school 
career development practitioners. However, generalisability is not an aim of qualitative 
research (Cohen, Manion, & Morrison, 2011). To ensure trustworthiness in relation to the 
research methods and data (Lincoln & Guba, 1985) and to increase the transferability of 
findings in this thesis, the selected participants and the research context of schools were 
closely related, the research questions were closely linked in the discussion of findings, 
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and the findings could be applied in different contexts (Jensen, 2008). Moreover, the small 
sample provided a nuanced understanding of the topic, which provides a basis for future 
research about professional identity for career development practitioners. 
Second, a limitation related to the small sample was potential participant volunteer 
bias. To address this limitation and to produce a representative sample of individuals, I 
ensured anonymity and confidentiality and checked with my supervisors that the invitation 
to participate would capture the interest of the target group and be comfortable for them 
(Boughner, 2010). In addition, I addressed the limitation by not claiming that the findings 
are generalisable. 
Third, the interviews were conducted online by Skype audio and therefore lacked 
the visual cues of face to face or video interviews. To address this limitation, I spent time 
at the beginning of the interviews to welcome participants, to make them feel at ease, to 
prepare them for the questions with relevant information, including selection of a 
pseudonym to ensure anonymity, and checked they were comfortable with the line of 
questioning. I also checked at the conclusion of the interviews if participants had any 
concerns or comments. 
The fourth limitation was that I was both the researcher and interviewer, and 
transcribed approximately half of the interviews, and completed all data analysis. To 
mitigate limitations relating to my position within the research, I kept a journal throughout 
the research process, which provided an audit trail showing how the data were analysed to 
reach conclusions (Punch, 2009), and I checked all interview transcriptions and analyses 
with my supervisors. In addition, I included member checking of transcripts, which involved 
participants checking the accuracy of the transcribed interviews and that their anonymity 
had been protected (Punch, 2009). In addition, the professional transcription service which 
transcribed almost half of the interviews signed a confidentiality agreement to further 
protect participants’ anonymity. Other actions I took to manage bias in the present 
research involved being self-aware of values and assumptions and remaining as 
transparent as possible by acknowledging my own subjectivity within the research 
process. 
Suggestions for further research follow. 
Suggestions for Further Research 
This research explored a topic about which greater understanding is needed and 
may thus serve as a stimulus for future research. First, the research could be replicated in 
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other contexts related to school career development practitioners and professional 
standards to provide additional comparative data. Such research would add value to the 
knowledge base in this underexplored area of professional identity construction by career 
development practitioners in school settings. 
Second, future research could investigate perspectives of employing authorities and 
school principals about their understanding of career development and what it offers 
students, the professionalisation of career development, and the positioning of career 
development in the school context. Research questions could expand on previous 
research (Hayes & Morgan, 2011) conducted in Ireland that found the attitudes and 
valuing of guidance counselling by individual principals has a profound effect on its 
positioning within the school and the relationships with qualified guidance counsellors.  
Third, future research could investigate and compare professional identity of school 
career development practitioners in a range of contexts such as other Australian states, 
those where career development has been legislated (e.g., Quebec) and where the career 
development profession has been recognised by government (e.g., South Africa). 
Fourth, future research could investigate perspectives of executive members of 
career development Associations/Boards about their understanding of professionalisation 
of career development. 
Fifth, future research could investigate government policy makers’ understanding of 
professional standards and professional identity construction in the school career 
development context.  
Sixth, future research could investigate understanding of professional standards in a 
comparative study between teachers and career development practitioners.  
Seventh, future research could explore the influence of professional standards on 
the professional identity construction of career development practitioners external to 
school settings. 
Eighth, researchers could explore use of thematic networks analysis in qualitative, 
comparative studies in other contexts related to school career development practitioners 
and professional standards to provide additional comparative data.  
Ninth, researchers could convert the themes from my research into broader survey 
instruments to determine the prevalence of the themes of professional identity, 
professionalism, professionalisation, and professional standards. A survey instrument 
could establish the strength of practitioners’ perspectives about the themes. In addition, a 
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survey instrument could determine what significant differences might exist in conceptions 
of professional practice, such as across contexts, regions, and level of school. 
A conclusion to the thesis follows. 
Conclusion 
This thesis has drawn attention to the challenge of constructing a professional 
identity as a school career development practitioner in a largely unregulated profession. 
The career development industry however, is beginning to self-regulate in countries such 
as Australia, Canada, England, and the United States through the introduction of 
professional standards.  
A strength of this comparative research is the difference it revealed about school 
career development practitioners’ professional identity construction in Australia, which has 
professional standards, and New Zealand, which does not. The participants from both 
countries were supportive of professional standards. However, the Australian participants 
were familiar with the Career Industry Council of Australia Professional Standards and 
applied them by meeting professional association membership requirements such as 
minimum levels of qualifications and training, adhering to ethical standards, and engaging 
in continuing professional development. In addition, Australian participants described a 
greater sense of belonging to a profession since the 2006 introduction of the Career 
Industry Council of Australia Professional Standards, suggesting they had a sense of how 
the career development field had been professionalised through the introduction of the 
Career Industry Council Professional Standards. 
The research showed a difference between contexts in the influence of professional 
associations on the professional identity construction of school career development 
practitioners. In Australia, member associations of the Career Industry Council of Australia 
including the associations to which participants belong, apply and monitor the Professional 
Standards for Australian Career Development Practitioners in conjunction with the Career 
Industry Council of Australia. The professional associations support professional identity 
construction of their school career development practitioner members by ensuring that 
membership requirements such as qualification levels, adherence to a code of ethics, and 
continuing professional development requirements accord with the Professional 
Standards.  
In New Zealand, without professional standards, the influence of professional 
associations on the professional identity construction of school career development 
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practitioners has less clarity in relation to minimum levels of qualifications, and monitoring 
how individuals demonstrate competencies such as ethical standards and engagement in 
continuing professional development. 
The thesis showed that professional identity construction is challenging for school 
career development practitioners because career development in schools is marginalised. 
This research advances knowledge about the influence of professional standards on 
professional identity and suggests that implementing professional standards assists school 
career development practitioners to construct their professional identity. 
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 “Thank you for agreeing to participate in this study to understand the perspectives of 
career development practitioners in schools in Australia and New Zealand in relation to 
professional identity formation. This interview will contain a range of questions relating to 
the issue of the relationship between professionalisation, professional standards and 
professional identity. This interview will allow you the opportunity to respond to each 
question as you deem appropriate. I may use additional follow up questions to clarify an 
issue or your interpretation of the questions. 
 
This interview is the first of two data collection techniques. The second will explore 
selected themes from this interview in more detail. All data collected including the verbatim 
transcript will be sent to you for verification and approval. The interview will be digitally 
recorded as an audio recording for ease of transcription. The entire interview should last 
no more than an hour.  
 
To ensure you privacy and anonymity I invite you to select a pseudonym which will be 
used within final reports and published material relating to this study. If you are ready to 
begin I’ll press record”.  
 
Interview Questions:  
 
1.  How long have you worked in a school setting?  
 
2. What roles have you performed during the time you have worked in a school 
setting?  
 
3. When did you decide to work in careers?  
 
4. What were the main reasons you decided to work in careers?  
 
5.  How long have you worked in your current position?   
 
 
6. How did your introduction to careers work come about?  
 
7. What training (and where) did you undertake for your first careers position? 
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8. What ongoing professional development do you undertake as part of your current 
careers position? 
 
7. What role does your manager/direct report have in the school?  
 
8. How do you describe your role in your work setting?  
 
9. What, if anything, is different about how others in the school understand your role? 
(from how you understand your role) 
 
10. In your school is there a role that you can see that is similar to your role in careers? 
 
11. What comparisons would you make between subject teaching and careers work in 
school settings?   
 
12. How many students on average would you see in a year? (as part of your careers 
role) 
 
13.  What issues can you describe in your day to day careers work in a school setting?  
 
14.  What do you perceive are the best aspects of working in careers? 
 
15. And how many students on average would you see in a year as part of your careers 
role? 
 
16. Currently, do you believe (your) careers work is held in high regard by:   
 
• school Principals. Why or why not?  (if not, how would it manifest?) 
 
• other teaching staff. Why or why not?  (if not, how would it manifest?) 
 
•  students. Why or why not?  (if not, how would it manifest?) 
 
•  parents. Why or why not?  (if not, how would it manifest?)  
 
• the community. Why or why not?  (if not, how would it manifest?) 
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17. Which qualifications do you understand are most relevant to your current position in 
careers?   
 
18. What do you understand contributes to your careers role being a professional role? 
 
19. Which factors do you believe contribute to how others see your role as being a 
professional role? (prompts may include prof devt, mentoring, networking, 
qualifications etc) 
 
20. Why do you think Australia in 2006 introduced the Professional Standards for 
Australian Career Development Practitioners?  
 
21. Why do you think countries such as Canada and England are beginning to 
introduce professional standards for career development practice?  
 
22.  What benefits do you believe (would) come as a result of having a set of 
professional standards for career development practice?  
 
23.  What disadvantages do you believe (would) come as a result of having a set of 
professional standards for career development practice?  
 
24.  In what ways have [NZ, “would”] Professional Standards influence/d your careers 
work in the school setting?    
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Review interview Study 1, and introduce Study 2.  
 
“Thank you for joining me and thanks for participating in this second interview. The 
questions today, as I said, focus on the three areas of a profession, professionalism and 
professionalisation”.  
 
1. The first question is, what do you think a profession is?  
 
2. Is career development a profession? 
  
3. What do you think "professionalism" means? 
  
4. How would you say career development practitioners in schools demonstrate 
"professionalism"?  
   
5. How do minimum career development qualifications impact on the professionalism of 
school career development practitioners? 
 
6. What do you think is the most appropriate level of career qualification for someone 
working in a school? 
  
7. How do school practitioners choose their qualifications for careers?  
 
8. Either from your own experience or your thoughts about it, how does who you are as a 
person influence who you are as a professional?  
 
9 What do you think professionalisation means? 
 
10. And what challenges do you think there are particularly for career development for 
professionalisation? 
  
11. And what enablers or supports do you think there are for professionalisation for career 
development? 
 
12. What role do you think Government should have in professionalisation for career 
development? 
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13. And what about the role of Professional Career Associations in professionalisation for 
career development? 
  
I.4. What changes have you seen in the school career development context since you 
entered the field?  
 
15. And if you were to think about the length of time since you entered the field and when 
the CICA standards were introduced in Australia in 2006, what are most the significant 
changes for that time frame?  
 
I6. And if we look at the core competencies from the CICA Professional Standards, and if I 
just go through each one could you give me an idea of how they are demonstrated in 
school career development practice? For example, how is career development theory 
demonstrated in school practice? Either yours or if you know of it generally. For example, 
how would most practitioners in schools be addressing that competency do you think?  
  
I7. So just to wrap up, there were those three key areas we talked about: What is a 
profession? What is professionalism? and what is professionalisation? Was there anything 
else that you wanted to add to any of those? 
 
 
 
  
